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Abstract 
The present study aimed at investigating the impact of Emotional Intelligence on pupil 
performance. Existing literature, even if it is limited, has revealed that such a relationship exists 
under particular circumstances. It was therefore interesting to look at this relationship under the 
prism of learning difficulties. The current study expands current literature in  that it examines 
the relationship of emotional intelligence and pupil performance taking into consideration the 
influence of specific learning difficulties. Studies up to this point have not shed light on this 
triangulating relationship.  
A case study methodology is utilized whereby a small sample of  13 primary school pupils 
(ages 9-10 years old) with learning difficulties is selected within  a private school in Piraeus, 
Greece. Three research tools were employed to assess the impact of Emotional Intelligence on 
pupil’s school performance: observation protocols, questionnaires and interviews. Data 
collection produced a range of qualitative data in the form of texts that were analyzed via the 
NVivo software program.  
The findings revealed that Emotional Intelligence can impact on pupil performance in pupils 
with learning difficulties, as pupils with higher level of Emotional Intelligence managed to have 
better learning results. More specifically emotionally intelligent pupils were open to success and 
failure, had a growing intrinsic motivation for participation,  complied with classroom rules, 
managed more effectively school stress and had higher levels of self-esteem.  
The study has implications for the development of primary school curricula that take Emotional 
Intelligence into account when designing subject materials. The findings of this study may also 
assist stakeholders in the education sector in developing a better understanding of the impact 
of Emotional Intelligence on the performance of primary school pupils. By so doing, pupil 
performance could be improved, even in populations with learning difficulties. 
Keywords: Emotional Intelligence, pupil performance, learning difficulties 
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INTRODUCTION 
 
Emotional intelligence involves the capacity to perceive emotions, incorporate emotion-
related feelings, understand the emotional information and manage them in an effective 
way (Mayer, Salovey, and Caruso, 2004b).   
The construct of Emotional Intelligence has been discussed a lot the last decades and 
researchers have created a lot of concepts, models and theories. In 1997 Mayer and 
Salovey have introduced the four-branch model of Emotional Intelligence (Mayer and 
Salovey, 1997). This model has been very useful for educational purposes (Bracket, 
Rivers, and Salovey, 2011). The first branch, emotion perception, is the ability to 
recognize and express emotions, which include bodily cues and thoughts. The second 
branch, facilitating thought, is the ability to use emotion to facilitate problem solving. 
The third branch, understanding emotion, is the awareness of hoe emotions combine 
and how we interpret meanings. The fourth branch, emotion management, is the ability 
to improve negative emotions and retain positive emotions in oneself and others. These 
four branches are important for the current study, as they allowed me to create the 
research tools and assess pupil’s Emotional Intelligence, while I was looking at the 
potential influence on pupil performance. 
 
Pupil performance is used in education terminology in order to describe the range of 
pupils’ learning outcomes in formal education. On the contrary, poor performance 
sometimes has as a result failure that means pupils attainment has fallen below an 
expected standard. In case of failure pupils and often parents experience frustration. 
Oyinloye (2005) attributes the problem of low achievement to low level of Emotional 
Intelligence among students. He believes that “pupils who lack emotional intelligence 
show some adjustive challenges or in some ways fail to handle effectively the demands 
of school work. Such pupils might be said to have little or no Emotional Intelligence and 
may not be capable of attaining personal goals which include high achievement.” 
 
It is apparent that at the heart of primary education is a kind of pupil performance that 
has been measured using traditional Intelligence tests or other forms of standardized 
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examination. Schools do know emotional domains and personality factors contribute to 
the success of students (Nelson and Low, 2003). Based on that modern educators 
could success in their mission to help their pupils achieve more education through 
Emotional Intelligence concept. Thus, they could give children the chance to have a 
better start to life (Myers and Diener, 1995).  
 
It has been hypothesized that Emotional Intelligence may be linked to pupil 
performance. Four major studies conducted on large samples in South Africa, Canada 
and the United States (Bar-On, 1997b, 2003; Parker et al., 2004; Swart, 1996) clearly 
indicate that there is a relationship between Emotional Intelligence and pupil 
performance. More current studies have also had similar findings (Brouzos et al., 2014; 
Bracket, Rivers, and Salovey, 2011; Ferrando et al., 2010; Hogan et al., 2010; Jiwen 
Song et al., 2010; Malekar and Mohanty, 2011; McCann et al., 2011; Laborde, 
Dosseville, and Scelles, 2010; Rafaila, 2015). 
The results of these studies informed the current investigation that aims to determine 
whether particular aspects of Emotional Intelligence are related to pupil performance in 
a particular population: pupils with learning difficulties. It is important to examine the 
relationship between these two constructs because we may be able to predict which of 
these pupils will be successful in the school environment. In addition, if there is a 
relationship, then improving such populations’ Emotional Intelligence might increase 
pupils’ chances of school success. 
 
Being a teacher myself, my goal in working with pupils is twofold: the acquisition of 
academic and social skills in order to create a personal investment in learning and of 
course increase students’ engagement and enthusiasm for school. The challenge is 
even bigger if we talk about pupils with learning difficulties. Increasing their 
performance means supporting pupil to meet the defined academic standards of the 
school, as well as underlying social and behavioral needs. In my opinion performance  
of pupil’s with learning difficulties could be improved with the intervention of personality 
facets and of course emotions take up the first place in that case. This was my 
motivation in order to start conducting this research and I really hope that its findings 
could implement in school’s everyday life. 
12 
 
 
The thesis is divided into four chapters. The first one is devoted to the literature review 
and it incorporates definitions, theories and models of the three constructs of the study; 
Emotional Intelligence, Pupil Performance and Learning Difficulties. At the end of this 
chapter with the analysis of each one of these terms,  a link is attempted between these 
terms through prior studies that have investigated their potential relationships.  
In the second chapter, Methodology,  the aim and rationale of the study and the 
research questions are presented. Further  the method of the study, which is case 
study analysis, as well as the research tools, their strengths and weaknesses, are 
discussed. The last sections of this chapter describe the research procedure, the time 
frame and also ethical issues specific to the current study. 
The next chapter, Analysis of the findings, is divided in two sections. The first section 
presents thoroughly the five case studies, whereas the second aims at a cross case 
study analysis which initially focuses on the comparison of the case studies and further 
on the analysis of the findings regarding the remaining pupils in the sample. 
The fourth chapter has different sub-sections. The most robust section of this chapter 
though is the discussion that is split in two parts. The first part discusses the findings of 
the study in relation to the existing literature, whereas the second one suggests a 
potential framework of Emotional Intelligence which could be integrated within Greek 
schools.  
The conclusion focuses on the implications and limitations of the study and on 
proposals for further research. The appendices are found at the end of the Thesis and 
include the interview schedule, the translated interviews of the children, as well as the 
completed questionnaires of the five case studies. 
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CHAPTER 1 
Review of the Literature 
This section describes the concept of Emotional Intelligence in terms of definitions and 
existing theories. It aims also to explore the links between the three pylons of the 
current study: Emotional Intelligence, Pupil Performance and Learning difficulties. An 
analysis of the concept of Pupil Performance reveals its key components and facets, 
also in relation to Emotional Intelligence; likewise the broad literature addressing 
Learning Difficulties is approached by highlighting those that hold more relevance for 
the current study.  
 
1.1 Emotional Intelligence 
 
1.1.1 Definitions 
Emotional intelligence (EI) has become a major topic of interest since the publication of 
a bestseller by the same name in the mid-90s (Goleman, 1995a). Despite the fact that 
the last decades  interest in this concept has been increased, scholars and researchers 
have been studying EI for the greater part of the twentieth century, and we could find its 
historical roots to the nineteenth century (Darwin, 1872/1965). 
In 1983, Harvard psychologist Howard Gardner introduced the idea of “multiple 
intelligences” which included not only verbal and mathematical skills but also 
interpersonal and intrapersonal effectiveness. In 1985, Wayne Leon Payne wrote a 
doctoral dissertation which included the term "emotional intelligence" in the title. This 
seems to be the very first academic use of the term "emotional intelligence” (Hein, 
2005). 
EI according to Mayer and Cobb (2000) refers to an individual’s ability to recognize the 
meanings of emotions and their relationships in order to moderate his behavior on the 
basis of these. “It is a subset of social intelligence that involves the ability to monitor 
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one’s own and others’ feelings and emotions, to discriminate among them and to use 
this information to guide one’s thinking and actions” (Salovey and Mayer, 1990, p.189). 
EI involves the capacity to perceive emotions, incorporate emotion-related feelings, 
understand the emotional information and manage them in an effective way (Mayer, 
Salovey, and Caruso, 2004b). It includes “the ability to accurately perceive emotions, to 
assess and generate emotions so as to assist thought, to understand emotional 
knowledge and to reflectively regulate emotions so as to promote emotional and 
intellectual growth.” (Mayer and Salovey, 1997, p.5). They therefore suggested an 
alternative definition few years after in order to conceptualize better the construct of EI :  
“EI includes the ability to engage in sophisticated information processing about 
one’s own and others’ emotions and the ability to use this information as a guide 
to thinking and behavior. That is, individuals high in EI pay attention to, use, 
understand, and manage emotions, and these skills serve adaptive functions 
that potentially benefit themselves and others” (Mayer, Salovey, and Caruso, 
2008, p.503).  
Therefore, EI refers specifically to the combination of intelligence and emotion and the 
impact of this combination in everyday life (Ciarrochi, Chan, and Caputi, 2000). 
According to Mayer, Salovey and Caruso (2004a), EI has relevance for all ages and 
researchers define it as the capacity to identify, control and assess the emotions at a  
personal and interpersonal level. EI is also defined as the ability to reason about 
emotions and emotional information, and of emotions to promote thought (Mayer and 
Salovey,1997). 
In 2007, based on the academic work of the Jack Mayer and Peter Salovey, Hein 
defined EI as “the innate potential to feel, use, communicate, recognize, remember, 
describe, identify, learn from, manage, understand and explain emotions”. The main 
difference between Mayer Salovey’ s and Hein’s definition is that describes EI as an 
innate potential. This means that each of us has born with a specific and unique 
potential for the following components of EI; Emotional sensitivity, Emotional memory, 
Emotional processing ability and  Emotional learning ability (Hein, 2007). 
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Caruso (2004) gave an extended definition by broadening the limits of EI and defined it 
as “the ability to accurately identify emotions, use emotions to help you think, 
understand what causes emotions and manage to stay open to these emotions in order 
to capture the wisdom of our feelings.” (coming from a radio interview, February 2004). 
EI has also been generally described as a competency to perceive and  express in an 
accurate way emotion, to use emotion to facilitate thought, to understand emotions, and 
to manage emotions for emotional growth (Brackett, Mayer, and Warner, 2004). 
Coleman (2008) gave a more concrete definition by suggesting that EI is the ability to 
recognize one's own and other people's emotions, to discriminate between different 
feelings and label them appropriately, and to use emotional information to guide 
thinking and behavior. 
 
It seems that the definition of EI has different dimensions and consists of numerous 
abilities which represent the wide range of identifying, understanding and expressing 
emotions, taking into consideration all the variables in terms of social interaction. 
 
 
1.1.2  Models 
 
From Darwin to the present, a plethora of different conceptualizations and definitions of 
the construct of EI have appeared regarding the way this terminology is defined, 
measured and applied. The Encyclopedia of Applied Psychology (Cherniss, 2004) 
suggests that there are three major EI models: (a) the Mayer and Salovey model (1997) 
that defines this construct as the ability to perceive, understand, manage and use 
emotions to facilitate thinking; (b) the Goleman model (1998) that views it as an 
assortment of various competencies and skills that contribute to successful managerial 
performance; and (c) the Bar-On model (1997b) that describes EI as an array of 
interrelated emotional and social competencies and skills that influence intelligent 
behavior. 
 
Mayer and Saloveys’ theory of EI integrates aspects from the fields of intelligence and 
emotion (Stys and Brown, 2004) and this is the main reason that the particular theory is 
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used as a guide for this study’s research tools, serving as a theoretical background. 
From intelligence theory comes the idea that intelligence involves the capacity to carry 
out abstract reasoning. From research conducted on emotions, comes the concept that 
emotions are signals that convey regular and discernible meanings about relationships 
and that there is a number of basic emotions which are universal (Mayer, Salovey, and 
Caruso, 2002a). The authors propose that individuals vary in their ability to process 
information of an emotional nature and in their ability to relate emotional processing to 
a wider cognition (Stys and Brown, 2004). Mayer and Salovey's conception of EI is 
based within a model of intelligence which struggles with defining EI within the standard 
criteria for a new type of intelligence (Mayer et al., 2003). 
 
The current measure of Mayer and Salovey’s model of EI, the Mayer-Salovey-Caruso 
EI Test (MSCEIT) was normed on a large sample of respondents worldwide. “The 
MSCEIT is designed for individuals 17 years of age or older and aims to measure the 
four abilities described in Salovey and Mayer's model of EI. Each ability (perception, 
facilitation of thought, understanding, and regulation) is measured using specific tasks. 
Perception of emotion is measured by rating the extent and type of emotion expressed 
in different types of pictures. Facilitation of thought is measured by asking people to 
draw parallels between emotions and physical sensations, as well as emotions and 
thoughts. Understanding is measured by asking the subject to explain how emotions 
can blend from other emotions.  
 
The Mayer-Salovey-Caruso EI Test includes 141 items. The scale provides six scores: 
an overall EI score (Emotional Intelligence Quotient-EIQ), two area scores (Experiential 
Emotional Intelligence-EEIQ and Strategic Emotional Intelligence- SEIQ) and four 
branch scores representing  the four branches of EI. Each score is expressed in terms 
of a standard intelligence with a mean score of 100 (average score) and a standard 
deviation of 15. Furthermore the manual provides qualitative ratings and descriptions 
that correspond to each numeric score. For example, an individual who receives an 
overall EIQ of 69 or less would be rated 'considerable development' whereas someone 
scoring 130 or more would be rated 'significant strength' (Mayer, Salovey, and Caruso, 
2002b).  
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Reuven Bar-On was the one of the first who developed measures of EI and used the 
term "Emotion Quotient". Bar-On model’s includes five components of EI: intrapersonal, 
interpersonal, adaptability, stress management, and general mood. Bar-On proposes 
that EI is a developing skill and that it can be improved through training, programming, 
and therapy (Bar-On, 2002). 
 
“Bar-On's model of EI relates to the potential for performance and success, 
rather than performance or success itself, and is considered process-oriented 
rather than outcome-oriented. It focuses on an array of emotional and social 
abilities, including the ability to be aware of, understand, and express oneself, 
the ability to be aware of, understand, and relate to others, the ability to deal with 
strong emotions, and the ability to adapt to change and solve problems of a 
social or personal nature” (Fani, 2015, p.12).  
 
Daniel Goleman, a psychologist and science writer who has occupied with brain and 
behaviour research for the New York Times, discovered the work of Salovey and Mayer 
in the 1990's. Inspired by their findings, he began to conduct his own research in the 
area and eventually he came up with the book Emotional Intelligence (1995), which 
introduced and familiarized both the public and private sectors with the idea of EI. 
Goleman's model outlines four main EI constructs. The first, self-awareness, is the 
ability to read one's emotions and recognize their impact while using feelings to guide 
decisions. Self-management, the second construct, involves controlling one's emotions 
and the ability to adapt oneself to changing circumstances. The third construct, social 
awareness, includes the ability to sense, understand, and react to other's emotions 
while comprehending social networks. Finally, relationship management, the fourth 
construct, involves the ability to inspire, influence, and develop others while managing 
conflict or under difficult circumstances (Goleman, 1998).  Goleman includes a set of 
emotional competencies within each construct of EI. Emotional competencies are 
considered as learned capabilities that must be developed to achieve outstanding 
performance. Goleman posits that individuals are born with a general EI that 
determines their potential for learning emotional competencies (Boyatzis, Goleman, 
and Rhee, 1999). 
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EI is also frequently described as two different models, the trait model and the ability 
model (Bastian, Burns, and Nettelbeck, 2005; Petrides and Furnham, 2003). The ability 
model, as defined by Mayer, Salovey and colleagues (2004), describes a competency 
or ability to accurately perceive and identify one’s own emotions as well as the 
emotions of others, and to use this knowledge to make desirable responses. They 
suggest that the ability model entails that EI is an ability that can be taught through 
training and similar to the traditional tests measuring intelligence. 
 
The ability EI model is mostly assessed by the Multifactor Emotional Intelligence Scale 
(MEIS) or by the more recent Mayer- Salovey-Caruso EI Test (MSCEIT) (Mayer, 
Salovey, and Caruso, 2004a). Mayer and colleagues assess EI as a skill or ability 
rather than as a self-report of perceived emotional competence. 
 
In contrast, trait models are mainly assessed via self-report and are designed to 
measure emotional abilities and positive social behaviors (Conte, 2005). The oldest 
measure of trait EI is the Emotional Quotient Inventory (EQ-i; Bar-On, 1997), a self 
report measure of traits related to emotional and social knowledge that influences an 
individual’s ability to cope in an effective way. 
 
A second self-report measure of trait EI, the Emotional Competency Inventory (ECI), is 
based on Goleman’s (2003) model of EI and purports to assess abilities or 
competencies in four areas: self-awareness, self-management, social awareness, and 
relationship management. 
 
A key difference between the ability and trait models is the manner in which they are 
assessed. The different ways in which these EI models are assessed have direct 
bearing on the other types of constructs with which they are correlated and the types of 
EI that are being measured. For example, the MSCEIT, which assesses ability EI, 
appears to be distinct from trait EI both conceptually and empirically. The MSCEIT is 
only correlated with trait measures of EI such as the EQ-i and ECI (Mayer, Salovey, 
and Caruso, 2004a), and actually shows higher correlations with traditional measures 
of intelligence (Conte, 2005), academic success as measured by GPA (Mayer et al., 
2004), coping styles, and emotion regulation (Bastian, Burns, and Nettelbeck, 2005). 
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The MSCEIT is also only correlated with measures of personality (Brackett, Mayer, and 
Warner, 2004; Mayer, Salovey, and Caruso, 2004a; Conte, 2005). 
 
On the other hand, measures of trait EI such as the EQ-i and ECI appear to overlap 
heavily with the constructs of personality and coping style. Moreover, despite claims of 
these types of EI measures being associated with improved outcomes, the EQ-i was 
shown to be a poor predictor of success as measured by GPA in a study of 160 
Canadian college students (Conte, 2005). Although some researchers suggest that 
higher scores on the ECI are associated with greater effectiveness in the workplace 
(Emmerling and Goleman, 2003), other researchers suggest that ECI overlaps too 
much with measures of personality and motivation to be a useful and distinct construct 
(Conte, 2005; Petrides, Frederickson, and Furnham, 2004; Van der Zee, Thijs, and 
Schakel, 2002). This has led critics of the EI concept to suggest that EI contributes little 
to our knowledge despite what decades of research on the concepts of cognitive 
intelligence personality, and coping has already shown (McCrae, 2000).  
 
There is a significant amount of debate within the EI literature concerning the two 
models of EI (ability vs. mixed), as many researchers have attempted to address the 
issue of which model represents EI in the most accurate way. Supporters of the ability 
model propose that the mixed model of EI is less genuine. Ability model supporters 
argue that research based on ability measures has demonstrated that EI is a clearly 
defined construct with evidence of incremental validity (Brackett and Mayer, 2003).  
 
However, some researchers believe that the ability model focuses too strictly on 
traditional intelligence-based psychometric criteria. They argue that intelligence should 
incorporate many more facilities which have traditionally been beyond its scope. 
Researchers, such as Howard Gardner, support that standardized intelligence tests are 
not so appropriate to assess success in school or life, so they could not be used  for a 
mixed model of EI (Gardner, 1999). 
The last decades and despite these critics mentioned above, numerous research 
studies have been conducted that showed a positive interaction between EI and 
personality facets. Research on academic success has focused on the influence of 
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cognitive factors. Important is that even if the relationship between EI and personality 
and these areas of performance is strong and consistent, there is still room for 
improvement (Mc Cann, 2003).  
Among the most famous models, the Bar-On model, provides the theoretical basis for 
the EQ-i, which was originally developed to assess various aspects of this construct as 
well as to examine its conceptualization. According to this model, emotional-social 
intelligence is a cross section of interrelated emotional and social competencies, skills 
and facilitators that determine how effectively we understand and express ourselves, 
understand others and relate with them, and cope with daily demands. The emotional 
and social competencies, skills and facilitators referred in this conceptualization include 
the five key components described above; and each of these components comprises a 
number of closely related competencies (Bar-On, 2006). 
 
Bar-On proposed that “to be emotionally and socially intelligent is to effectively 
understand and express oneself, to understand and relate well with others, and to 
successfully cope with daily demands, challenges and pressures.” (IOLC, 2011, p.501). 
The characteristics of the emotionally and socially intelligent people include the ability 
to be aware of others’ emotions, feelings and needs, and to establish and maintain 
cooperative, constructive as well as satisfying relationships. More specifically being 
emotionally and socially intelligent means that the person is able to manage changes at 
any level of life (personal, social and environment), solve problems and taking 
decisions. In other words individuals need to be optimistic, positive and self-motivated 
(Bar-On, 2006). 
 
The term “Emotional quotient” (EQ) was also introduced by Reuven Bar-On in 1988. He 
developed an assessment tool to measure EQ, the Emotional Quotient Inventory (EQ-
i). According to Bar-On (2002), EI is "an array of non cognitive capabilities, 
competencies, and skills that influence one's ability to succeed in the coping with 
environmental demands and pressures" (Bar-On, 2002, p.14). Broadly defined, EI 
"addresses the emotional, personal, social, and survival dimensions of intelligence" 
(Bar-On, 2002, p.1) 
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The EQ-i, as a self-report measures emotionally and socially intelligent behavior 
(emotional-social intelligence). The EQ-I has the first measure widely used measuring 
emotional-social intelligence since its first publication (1996). “The original version of 
the EQ-i comprises 133 items in the form of short sentences and employs a 5-point 
response scale with a textual response format ranging from “very seldom or not true of 
me” (1) to “very often true of me or true of me” (5). The EQ-i is suitable for individuals 
17 years of age and older” (Bar-On, 2006). Based on the Flesch- Kincaid 
(Kincaid,1975;1988) formula of readability, which was designed to indicate how difficult 
a reading text in English is to understand, the reading level in English has been 
assessed at the North American sixth grade level. It takes approximately 30 minutes to 
complete the inventory; and it typically takes less time to complete the online version. A 
list of the inventory’s items is found in the Bar-On EQ-i Technical Manual (Bar-On, 
2006).The EQ-i includes the following four validity indicators: Omission Rate (number of 
omitted responses), Inconsistency Index (degree of response inconsistency), Positive 
Impression (tendency toward exaggerated positive responding) and Negative 
Impression (tendency toward exaggerated negative responding). 
(http://www.reuvenbaron.org) 
 
Critically discussing the three models 
 
The three models, which have analytically been presented above, have some critical 
differences. The first model, created by Peter Salovey and John Mayer, describes E.I. 
as a cognitive ability. Reuven Bar-On regards E.I. as a mixed intelligence that includes 
cognitive ability and personality aspects. This model emphasizes how cognitive and 
personality factors influence general well-being. The third model, introduced by Daniel 
Goleman, also perceives E.I. as a mixed intelligence involving cognitive ability and 
personality aspects. However Goleman's model focuses on how cognitive and 
personality factors determine success within the workplace. 
 
Although the three models of EI differ in terms of that they conceptualize EI there are 
theoretical and statistical similarities between the various models. All the models aim to 
understand and measure the elements involved in the recognition and regulation of 
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one’s own emotions and the emotions of others (Goleman, 2001). The three models 
also agree that there are certain key components to EI, and there is even some 
consensus on what those components are. One of this components is for example 
emotional perception and emotional management.  
 
Statistical analysis has shown the above mentioned relationship between elements of 
the models. Studying the descriptions of the measures of EI, it could be assumed that 
different measures of EI are related and may be measuring similar components (Stys 
and Brown, 2004). Brackett and Mayer (2003) found significant similarities between the 
Mayer-Salovey-Caruso EI Test and the interpersonal EQ scale of the Bar-On Emotion 
Quotient Inventory. In the same vein similarities have been also between self-report 
measures of EI.  
 
As the current study conceptualizes EI as a skill or ability rather than a self-reported 
measure of perceived emotional competence, it employs Mayer and Salovey’s model in 
analyzing the data.  More precisely, it takes into consideration the four abilities of their 
model (perception, facilitation of thought, understanding, and regulation) in order to 
design research tools and effectively categorize the collected data. 
 
 
1.1.3 Theories 
 
EI researchers discuss a number of human capacities related to identifying and 
understanding emotions and also involving emotional information processing. In 1990, 
Salovey and Mayor proposed that these abilities made up a unitary EI, as in the 
abstract of the 1990 article they wrote “This article presents a framework for EI, a set of 
skills hypothesized to contribute to the accurate appraisal and expression of emotion in 
oneself and in others, the effective regulation of emotion in self and others, and the use 
of feelings to motivate, plan and achieve in one's life.” (p.2) 
In a 1997 publication Mayer and Salovey listed four branches and offered a detailed 
chart reflecting their thoughts. In that article they say that the branches in the chart are 
"arranged from more basic psychological processes to higher, more psychologically 
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integrated processes. For example, the lowest level branch concerns the (relatively) 
simple abilities of perceiving and expressing emotion. In contrast, the highest level 
branch concerns the conscious, reflective regulation of emotion." (p.10).  
Looking at the model from the left to the right we could assume that early developed 
abilities are to the left branch whereas later developing abilities are to the right. 
Additionally Mayer and Salovey (2004, p.36) also supported that "people high in EI are 
expected to progress more quickly through the abilities designated and to master more 
of them.". The Four branches of EI, discussed below, are Perception Appraisal and 
Expression of Emotion; Emotional Facilitation of Thinking, Understanding and 
Analyzing Emotions; Employing Emotional Knowledge; and Reflective Regulation of 
Emotions to Promote Emotional and Intellectual Growth.  
Perception, Appraisal and Expression of Emotion consists of different abilities. On 
the first level it is recognized as the ability to identify emotion in one’s physical states, 
feelings and thoughts. Further, it includes the ability to identify emotions in other 
people, designs, artwork through language, sound, appearance and behavior and 
accurate expression of emotions and needs related to those feelings. On the final level 
it depicts one’s ability to discriminate between accurate and inaccurate, or honest vs. 
dishonest expressions of feeling. 
Emotional Facilitation of Thinking represents emotions prioritize thinking by directing 
attention to important information. Furthermore, through emotional facilitation, emotions 
are sufficiently vivid and available that they can be generated as aids to judgment and 
memory concerning feelings. It also encourages consideration of multiple points of view 
and finally encourages specific problem-solving approaches such as when happiness 
facilitates inductive reasoning and creativity. 
Understanding and Analyzing Emotions by employing Emotional knowledge is 
fundamentally the ability to label emotions and recognize relations among the words 
and the emotions themselves and the ability to interpret the meanings that emotions 
convey regarding relationships. It also represents one’s ability to understand complex 
feelings and recognize likely transitions among emotions as well.  
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The advanced level of EI is Reflective Regulation of Emotion to Promote Emotional 
and Intellectual Growth. This level involves abilities such as staying open to both 
pleasant and unpleasant feelings, engaging or detaching from an emotion depending 
upon its judged informativeness or utility. Furthermore, it “represents the ability to 
reflectively monitor emotions in relation to oneself and others and to manage emotion in 
oneself and others by moderating negative emotions and enhancing pleasant ones, 
without repressing or exaggerating information they may convey” (Mayer and Salovey, 
1997,p.14). (Hein, 2007) 
Theories of EI support that EΙ can be developed and improved. Research has 
supported the idea that EI competencies can be significantly improved over time. This 
development can be divided into personal and social competences. Personal 
competence consists of self-awareness and self-management. Social competence 
consists of social awareness and relationship management, including empathy, 
leadership, communication, change catalyst, conflict management, building bonds, 
teamwork and collaboration. (Emmerling and Goleman, 2003) Theories of EI, which are 
presented above, suggest different levels, from basic to the highest that are internalized 
progressively. Theories reveal a developmental model of EI from childhood to 
adulthood. Within each level, skills can be identified that are early developing  and skills 
that await greater maturity. 
 
1.2 Pupil Performance 
 
1.2.1 Definitions and Theories 
Pupil performance is used in education terminology in order to comprehend the range 
of learning outcomes concerning pupils and students. It is a broad term that integrates 
aspects of pupils’ progress, goals, performance, as well as the improvement of 
interpersonal and intrapersonal skills. 
Slavin and Madden (2001) assumes that a key aspect in pupil performance is to 
measure what a pupil has gained during teaching and not only his grades and point 
scores. As most of the teachers have in mind a special program to follow they 
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sometimes caught in the trap of measuring strictly an individual’s attainment based only 
on numeric scores. 
Ann Colley and colleagues (1994) suggested that there are at least four-scale  
achievement that a school needs to develop. First of all, dealing with the capacity to 
remember and use facts. This aspect refers to the type of performance that public 
examinations tend to measure mostly in written form and it focuses on memorizing and 
reproducing knowledge abilities of the pupil. A step above we find practical and spoken 
skills including also problem-solving and investigation skills. Another aspect of 
performance according to Hargreaves and his colleagues (1995) are personal and 
social skills and foremost the ability to communicate with and relate to others. It also 
refers personal facets such as initiative, self-reliance and leadership potential. The final 
aspect consists of motivation, self-esteem and self-confidence (MacGilchrist et al., 
2004). 
Pupil performance could be broken down in three broad categories: what will pupils 
attain, what pupils’ progress will be and how will the pupils respond in lessons and 
around the school. The word ‘performance’ describes the end-result of the educative 
process. This incorporates the attainment, progress and response of pupils, and other 
goals (Gipps, 1994). However, Merriam Webster dictionary (2013) defines pupil 
performance as ‘the act of performing’ and more specifically the action and work to be 
performed so as to accomplish or bring to completion. Furthermore the term involves 
execution, accomplishment and fulfillment. In the present study, the term performance 
is related to grades, progress and the overall presence a pupil has within the class. 
Pupil’s performance, as mentioned above, is a multifaceted topic that is also influenced 
by socio-emotional characteristics. More specifically, learning social and emotional 
skills can have a positive impact on pupil attainment and performance. Emotions can 
support or impede pupils’ learning, their academic engagement, work ethic, 
commitment, and ultimate school success (Coleman and Hoffer, 1987; Coleman, 
Hoffer, and Kilgore, 1982). 
 
Pupil performance is influenced by a number of specific social and emotional 
competencies. Pupils who are self-confident about their learning skills (Dika and Singh, 
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2002) have the strong belief that most of their basic abilities can be developed through 
dedication and hard work so they persist when faced with learning challenges. These 
pupils also set goals, manage stress and organise their school work. The result is to 
achieve by the end of the school year higher grades (Ditton, Krüsken, and 
Schauenberg, 2005), and use problem-solving skills to barrier any other obstacles 
aiming at doing better academically (Domina, 2005). 
 
Social and emotional competencies have been found to be a more significant 
determinant of pupil attainment compared to IQ (Duckworth and Seligman, 2005). Many 
studies in secondary and university education have shown connections between 
emotional variables and academic performance (Bandura, 2001). 
 
 
1.2.2 Social and Emotional Learning 
Strongly connected to EI theories are Socio- Emotional Learning programs (SEL). SEL 
is the process through which children and adults acquire the knowledge, attitudes, and 
skills associated with the core areas of social and emotional (SE) competency and it 
consists of different categories; Self-Awareness: identifying and recognizing 
emotions; accurate self-perception; recognizing strengths, needs, and values; self-
efficacy, Self-Management: impulse control and stress management; self-motivation 
and discipline; goal setting and organizational skills, Social Awareness: perspective 
taking; empathy; difference recognition; respect for others, Relationship Skills: 
communication, social engagement, and relationship building; working cooperatively; 
negotiation, refusal, and conflict management; help seeking, Responsible Decision-
making: problem identification and situation analysis; problem solving; evaluation and 
reflection; personal, social, and ethical responsibility (Collaborative for Academic, 
Social, and Emotional Learning, CASEL, 2003). 
“Social and emotional learning (SEL) is the process through which children and adults 
acquire and effectively apply the knowledge, attitudes, and skills necessary to 
understand and manage emotions, set and achieve positive goals, feel and show 
empathy for others, establish and maintain positive relationships, and make responsible 
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decisions. “ (Elias, 2004, p.53). Emotional learning programs could have positive effect 
on social behaviors, fewer conduct problems, less emotional distress, and ultimately 
improve test scores and grades (Greenberg et al. 2003).  
Socio-Emotional Learning skills could be taught, practiced, and applied to diverse 
situations so that students will be supplied with the skill to use them as part of their 
daily  behavior (Weissberg et al., 2003). Zins et al. (2004) believe that through SEL 
programming, pupils and students could improve their connection to school, classroom 
behavior, and academic achievement. 
 
Important findings concerning  SEL come from a key review of research conducted on 
interventions that promote children’s social and emotional development (Durlak and 
Dupre, 2007).
 
This review of more than 700 studies included school, family, and 
community interventions and it was designed to promote social and emotional skills in 
children and adolescents between the ages of 5 and 18. There were three main: 
studies about (a) school-based interventions, (b) after-school programs, and (c) 
programs for families. The meta- analysis of this study revealed that SEL programming 
promotes the development and use of these SE competencies in terms of creating safe 
and supportive school, family, and community learning environments in which children 
feel safe, secure, respected, connected to school, and engaged in learning (CASEL, 
2011). 
 
 Elias et al. (1997) have also indicated that schools will be most successful and 
effective in case that they promote academic, social and emotional learning. 
Researchers support the idea that lifelong learning and academic performance are also 
improved through SEL. Emotions can facilitate their learning and their ultimate success 
in school  and life (Zins, 2004). “Additional research shows  that prosocial behavior in 
the classroom is directly linked with positive intellectual outcomes and performance on 
standardized achievement tests” (Zins, 2004, p.3-4). These findings are critical for 
teachers, who can use social-emotional learning methods to manage their classroom 
more effectively and to cope with students. School-based programmes of social and 
emotional learning can indeed help young people to acquire the skills they need to 
make good academic progress. The next section refers to Social Emotional Learning 
Methods. 
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Social and Emotional Learning Methods include a variety of methods. In 2000 Adelman 
and Taylor proposed a school model in accordance with SEL programs including 
coordination, classroom-focused enabling, support for transitions and home 
involvement in schooling. The focus was on helping schools create positive 
environments conductive to learning. Success in schools could be reflected in many 
ways not only regarding strict score criteria but also social behaviour. Effective SEL 
interventions are also aiming at enhancing the social environment factors that influence 
learning in order to be able to create a caring, supportive and conductive to success 
learning environment (Hawkins et al.,1998).  
Furthermore, a range of correlational and longitudinal studies have shown correlations 
between emotional variables and academic performance (Caprara et al., 2000; Wang 
et al., 1997). Emotional learning programs could have a positive impact not only related 
to social behaviors but also could influence positively stress management as well as 
performance (Greenberg et al., 2003). Through systematic instruction, SEL skills “may 
be taught, modeled, practiced, and applied to diverse situations so that students use 
them as part of their daily behavior” (Durlak et al., 2011, p.406).  
The main findings of a recent study (Roger et al., 2008), which implemented SEL 
programs in students demonstrated improvement in multiple areas of their personal life 
and academic level, while it simultaneously affected positively social behaviors, 
attitudes toward self, school and others and academic performance. Furthermore, 
research conducted indicates that social and emotional learning (SEL) programming for 
primary  school pupils is a very promising approach to reduce problem behaviors by 
promoting positive adjustment and enhancing performance (Diesktra, 2008; Greenberg 
et al., 2003; Weissberg, Kumpfer, and Seligsman, 2003). 
In order to present an effective intervention through these SEL programs we could say 
that in the center of this program exist emotional, social and interpersonal skills and 
cognitive abilities. The program influences by teacher background, the 
school/classroom context and socio-emotional competence. Further it also have 
implication in community, district, state and federal policy. These terms include a big 
number of interactions and potential relationships. It is emerged that in order to 
implement such a program a fundamental change of the total function of the school 
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community is required. To focus on EI though we could say that SEL programs offer the 
opportunity to make even pupils that they do not have developed appropriately their EI 
the opportunity not only to perform better but to feel safer and more positive towards 
learning. Social and Emotional Learning is not focused on the classroom or an 
individual subject, but it is a strategy that penetrates the function and more specifically 
the mentality of the school. 
Connected to this growing body of literature, “it is widely believed that SEL programs 
are among the most successful youth development programs offered to school- age 
youth.” (Casel, 2008, p.3). At the same time they were positively influenced regarding 
their social behaviors, attitudes toward self, school and others and academic 
performance.  Furthermore, a big number of studies, conducted during the past few 
decades, indicated that social and emotional  learning (SEL) programming is also 
beneficial for elementary school students as it reduces problem behaviors promoting 
positive adjustment, and enhances attainment (Diesktra, 2008; Greenberg et al., 2003; 
Weissberg, Kumpfer, and  Seligsman, 2003). 
Summarising the review of the literature so far, we could conclude that there is a 
gradually increasing number of scientifically based research studies supporting the 
relation between social and emotional behaviors (EI) and success in school and 
ultimately in life (Pupil Performance). As the literature review revealed, EI is perceived 
as a relatively new construct and this is the main reason for the existence of a high 
number of definitions and theories. While most definitions have many aspects in 
common, a crucial difference seems to have been developed between those that are 
more connected to traits and personality and associated measures and those that are 
directed towards performance and ability. Parts of the latter definitions could be used to 
find the potential link in order to be able to predict success in school, academics and 
other areas. Although several studies have been conducted so far in the field of EI and 
achievement-success, as described in sections 1.4.1 and 1.4.2, there is a lack of 
research concerning pupil performance in primary school. This lack of research is even 
more obvious in the field of learning difficulties, a field drawing much scholarly interest 
the last decades as more and more pupils are diagnosed with one or more of them. 
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1.3 Learning Disabilities-Difficulties 
In this sub-section, we will first refer to some important terminology notes. In UK 
education services the term ‘learning difficulty’ is used to describe ‘specific learning 
difficulties’, for example dyslexia, but it does not include a significant general 
impairment of intelligence. General impairments in learning are described by terms 
such as ‘moderate learning difficulty’, ‘severe learning difficulty’ and ‘profound multiple 
learning difficulty’. These terms could be seen as interchangeable with the term 
‘learning disability’ as they are used by experts in order to describe moderate, severe 
and profound learning disabilities. In other English speaking countries the use of the  
term ‘intellectual disability’ is increasing. In the U.S.A the term ‘learning disability’ is 
used for a wide range of specific learning disorders. These difficulties are particularly 
correlated to reading and writing (dyslexia) and mathematics (dyscalculia) 
(www.bild.org.uk). 
In the present study the term Learning Difficulties have been chosen as it describes 
more accurate the deficits of the sample. However, learning disability is more 
commonly used in the international literature and this is the reason that it is presented 
in a lot of the references below. 
 
1.3.1 Definitions 
Learning disability is a general category of special education including disabilities in any 
of seven specific areas: (1) receptive language (listening), (2) expressive language 
(speaking), (3) basic reading skills, (4) reading comprehension, (5) written expression, 
(6) mathematics calculation, and (7) mathematical reasoning. These types of 
disabilities are often difficult to be distinguished as they may co-exist with other social 
skill deficits and emotional or behavioral disorders such as attention deficit disorder 
(AD/HD). LD is often assumed as reading disability or dyslexia, but this does not appeal 
to the real content of difficulty as mentioned above (Lyon, 1989; 1995).  It seems crucial 
though to mention that learning disabilities are mostly connected to deficits in reading 
skills (Lyon, 1995). The Learning Disability Association of Canada (2000) states that: 
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“Learning Disabilities refer to a number of disorders which may affect the 
acquisition, organization, retention, understanding or use of verbal or nonverbal 
information. These disorders affect learning in individuals who otherwise 
demonstrate at least average abilities essential for thinking and/or reasoning. As 
such, learning disabilities are distinct from global intellectual deficiency.”  
In addition, neurodevelopmental syndromes are also considered as “specific learning 
difficulties‟. These difficulties include: dyspraxia, specific language impairment (SLI) 
and hyperactivity and attention deficit (Deponio, 2005).  A child may often exhibit more 
than one of these complex syndromes and it is widely believed that the co-occurrence 
of these disabilities may be caused by overlapping developmental pathways and 
interacting genetic and environmental influences (Duane, 2002).                                                    
The population of the current research had specific language disorders such as 
dyslexia (difficulties in verbal and written language), dysgraphia (difficulties in 
orthography or/and handwriting), and/or ADHD, which I proceed now to discuss. One 
pupil of the sample was also marginally diagnosed with dyscalculia by the teacher of 
the class. In some cases one or more learning difficulties were co-existing.  
The Learning Disability Association of Canada (2002) has also supported that learning 
disabilities and difficulties follow the child across the life span and are often correlated 
to under-achievement or achievement which demands high levels of effort and support. 
These disorders though are not connected  to hearing and/or vision problems, socio-
economic factors, cultural or linguistic differences, lack of motivation or ineffective 
teaching. These factors may also play an important role in the learning process of 
pupils with LD. Last but not least, LD may co-exist with various conditions including 
attentional, behavioral or emotional disorders. Handling individuals with learning 
disabilities requires a carefully planned program including early identification, 
specialized assessments and interventions involving home, school, community and 
workplace settings (Official Definition of Learning Disabilities, 2002). 
LD being at the heart of special needs, remains one of the least understood and most 
debated disabling conditions that affect children and interest much researchers and 
teachers. The field of Learning Disabilities continues to be surrounded by intense and 
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often contentious, disagreements regarding the definition of the disorder, diagnostic 
criteria, assessment practices, treatment procedures, and educational policies (Lyon, 
1994, 1995; Lyon and Moats,1993). 
 
People with learning disabilities are not a homogeneous group as they vary in the way 
they handle their difficulties and they present differential strengths and weaknesses. 
However, in terms of diagnosis and classification there are specific features and criteria 
set worldwide. There are three criteria for learning disability: (1) Significant impairment 
of intellectual functioning; (2) Significant impairment of adaptive/social functioning; (3) 
Age of onset before adulthood. (American Association on Mental Retardation, 1992; 
World Health Organisation, 1992 (ICD-10); American Psychiatric, Association, 1994 
(DSM-IV); Department of Health, 1998). 
 
All these three criteria must co-exist at the same time in an individual in order to be 
considered to have a learning disability. “Difficulties in assessing adaptive/social 
functioning have contributed, in the past, to a tendency amongst clinicians to 
concentrate on assessment of intellectual functioning only. The assumption has been 
that, provided a significant impairment of intellectual functioning has been 
demonstrated, similar deficits in adaptive/social functioning are likely.” (British 
Psychological Society, 2000, p.4). 
 
 
1.3.2 Dyslexia 
Dyslexia is one of the most discussed terms in educational research as it is one of the 
most common learning difficulties of school population worldwide. Dyslexia is a specific 
learning disability, even though the general LD category incorporates a wide range of 
disorders in listening, speaking, reading, writing, and mathematics. During the last 
decade it was recommended that the term learning disabilities, in order to describe 
reading difficulties, should be replaced by the term specific disabilities defined in terms 
of coherent and operational domains (Lyon et al., 2003).  
In North America, the term ‘learning disability’ or specific ‘learning disability’ is preferred 
to the term ‘dyslexia’. In UK and Australia the most common term used is ‘specific 
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learning difficulty’. The term ‘dyslexia though continues to be used in research and by 
the public to describe this specific learning difficulty (Wearmouth and Berryman, 2009). 
There exist many definitions of dyslexia which differ in the way that they approach this 
learning difficulty. ‘Dyslexia is evident when accurate and fluent word reading and/or 
spelling develops very incompletely or with great difficulty. This focuses on literacy 
learning at the “word level‟ and implies that the problem is severe and persistent 
despite appropriate learning opportunities.’ (British Psychological Society, 2005, p.18). 
 
Other definitions have been given by the World Federation of Neurology, the 
International Classification of Diseases, 10th Revision (ICD-10), or the Diagnostic and 
Statistical Manual of Mental Disorders IV (DSM-IV). Another definition by Dr. Reid Lyon 
(1995), the Chief of the Child Development and Behavior Branch of the National 
Institute of Child Health and Human Development at the National Institutes of Health, 
follows:  
“It is a specific language-based disorder of constitutional origin characterized by 
difficulties in single word decoding, usually insufficient phonological processing. 
These difficulties in single word decoding are often unexpected in relation to age 
and other cognitive and academic abilities; they are not the result of generalized 
developmental disability or sensory impairment. Dyslexia is manifested by 
variable difficulty with different forms of language, often including, in addition to 
problems with reading, a conspicuous problem with acquiring proficiency in writing 
and spelling." (p.19). 
 
Definitions are numerous, depending on the review or the study conducted. The 
common point between the definitions is the notion that dyslexia involves a difficulty in 
learning to read; where the term reading could be defined as the process of extracting 
and constructing meaning from written text for some purpose (Vellutino et al., 2004). 
 
Dyslexia is a learning disability that influences the way the brain processes written form 
material and is typically connected to difficulties in word recognition, spelling and 
decoding. Those diagnosed with dyslexia have difficulties with reading comprehension. 
It is important here to mention that dyslexia is not connected to lack of intelligence. The 
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effects of dyslexia could vary from person to person, but the common point among 
dyslexic people is that they read at levels significantly lower than typical for people of 
their age (Lyon,1995). 
 
The main deficit theories concerning dyslexia are three: (a) the phonological theory 
(Blomert et al., 2004; Frith, 1997; Lyon et al., 2003; Shaywitz et al., 1999), this is by far 
the most researched and developed theory; (b) the cerebellar theory (Nicolson et al., 
2001; Ramus et al., 2003); and (c) the magnocellular (auditory and visual) theory 
(Blomert et al., 2004; Heiervang et al., 2002; Pammer and Vidyasagar, 2005; Ramus et 
al., 2003; Stein, 2001). 
 
The diagnosis of dyslexia faces many challenges and is influenced also by the lack of 
agreement regarding its definition. The most commonly used diagnostic tools are 
Development of Dyslexia Early Screening Test (DEST), Cognitive Profiling System 
(CoPS), Wechsler Intelligence Test for Children (WISC). It is crucial to recognize that 
dyslexia often co-occurs with deficits in attention (Shankweiler et al., 1995; Shaywitz 
and Fletcher, 1994), mathematics (Fletcher and Loveland, 1986), and/or spelling and 
written expression (Lindamood, 1994; Moats, 1994). 
 
Dyslexic pupils can be supported by intervention programs either at school or at home  
in order to allow them to improve their reading and writing skills and more specifically 
linguistic coding, sublexical awareness and skills, visual coding, working memory and 
permanent memory) and  metalinguistic processes (Vellutino et al., 2004). The success 
of any intervention program is focused prior diagnosis, which would allow the expert to 
select the precise program that would target an individual pupil’s weaknesses (Given 
and Reid, 1999; Torgesen, 2000). 
 
 
1.3.3 Dysgraphia 
Dysgraphia is a Specific Learning Difficulties (SpLDs) and it is described as a 
deficiency to write not only primarily in terms of handwriting, but also in terms of 
coherence (Chivers,1991). Dysgraphia has neurological roots and refers to writing 
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difficulties. “In children, the disorder emerges when they are first introduced to writing. 
They make inappropriately sized and spaced letters, or write wrong or misspelled 
words. Dysgraphia is characterized by wrong or odd spelling, and production of words 
that are not correct.” (www.ninds.nih.gov/disorders/dysgraphia.htm, 2011).  
Dysgraphia is a biologically based disorder due to genetic and brain problems. More 
specifically, it is mainly a working memory problem, as the diagnosed individual fails to 
connect different brain regions that are responsible for writing. People with dysgraphia 
face difficulties in the automatic procedure which includes duplicating the sequence of 
motor movements required to write letters or numbers. (Berninger and Wolf, 2009b). 
The word dysgraphia comes from the Greek words dys meaning "impaired" and 
graphia meaning "writing by hand", so dysgraphia are a synonym for writing difficulties 
(Berninger and Wolf, 2009a). 
The deficiency often co-exists with other learning disabilities such as speech 
impairment, attention deficit disorder (AD/HD) or developmental coordination disorder. 
In the Diagnostic and Statistical Manual of Mental Disorders (DSM-IV), dysgraphia is 
characterized as a learning disability concerning written expression and always in line 
with the expected standards measured through intelligence and education. The DSM 
though does not clarify whether or not writing includes motor skills, orthographic skills 
and spelling (Nicolson et al., 2011).  
There are at least two stages concerning the writing process. The first is the linguistic 
stage and the second one to the motor-expressive-praxic stage. The linguistic stage 
involves the encoding of auditory and visual information into symbols for letters and 
written words. The motor stage is where the expression of written words or graphemes 
is articulated (Roux et al., 2009). Dysgraphia is difficult to be detected as it does not 
affect specific ages, gender, or intelligence. The main difficulty is linked to the fact that 
often dysgraphic children present satisfying verbal fluency (Silingsman and Berninger, 
2011).  
Those diagnosed with dysgraphia may experience difficulties in everyday life with basic 
motor skills, such as tying shoes. Dysgraphia though does not affect all motor skills. 
People with dysgraphia often make basic grammar and spelling mistakes, such as 
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confusing the letters p, q, b, and d. They also often write the wrong word when trying to 
formulate their thoughts on paper. In general dysgraphia emerges during the first 
grades of primary school or sometimes in kindergarten, when the child is first 
introduced to writing (NCLD Editorial Staff, 2010). Dysgraphia should be distinguished 
from “agraphia”, as the latter is connected to loss of the ability to write resulting from 
brain injury, stroke, or progressive illness (Free Dictionary by Farlex, 2013). 
Dysgraphia often co-occurs with other learning difficulties such as dyslexia or attention 
deficit disorder. There are three principal subtypes of dysgraphia: (a) dyslexic 
dysgraphia, (b) motor dysgraphia and (c) spatial dysgraphia. Some children may have 
a combination of two or more of these subtypes, and individual’s symptoms may differ 
in between as every person is unique. The most common type though is motor 
dysgraphia/agraphia as a result from damage to some part of the motor cortex in the 
parietal lobes (Berninger and Wolf, 2009; Silingsman and Berninger, 2011). 
One of the less known aspects of dysgraphia though is that it may impact on the pupil’s 
emotional stability as almost no one can understand their handwriting, and they are 
aware that they under-achievers compared to their classmates. Emotional problems 
caused by dysgraphia include impaired self-esteem, lowered self-efficacy, heightened 
anxiety, and sometimes even depression (Berninger and Wolf, 2009; Silingsman and 
Berninger, 2011). Dysgraphic pupil may need to put in extra efforts in order to have the 
same achievements as their peers and they often feel disappointed as they do not meet 
others’ expectations (Silingsman and Berninger, 2011). 
 
1.3.4 Calculating Disorders (Dyscalculia)  
Dyscalculia is usually perceived of as a specific learning difficulty for mathematics, or, 
more appropriately, arithmetics. The American Psychiatric Association (2013) defines 
Developmental Dyscalculia (DD) as a specific learning disorder that is characterised by 
impairments in learning basic arithmetic facts, processing numerical magnitude and 
performing accurate and fluent calculations. “These difficulties must be quantifiably 
below what is expected for an individual’s chronological age, and must not be caused 
by poor educational or daily activities or by intellectual impairments.” (British Dyslexia 
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Association, 2014). BDA also assumes that 5% of the UK’s school population have 
‘mathematical learning difficulties’. Developmental Dyscalculia (DD) refers to the 
difficulty focused on numeracy skills. DSM-IV (1994) recommends that “mathematical 
ability, as measured by individually administered standardized tests, is substantially 
below that expected given the person's chronological age, measured intelligence, and 
age-appropriate education.”. 
Developmental Dyscalculia has not been widely studied for many years (Gersten, 
Clarke, and Mazzorco, 2007). The most recent studies though have revealed that DD 
symptoms often vary among pupils and adolescents and this is why dyscalculic people 
are an heterogeneous group. Despite these differences though, there is a classification 
of typical symptoms of DD. The main difficulties of dyscalculic pupils are: (i) difficulty 
when counting backwards, (ii) poor sense of number and estimation,  (iii) difficulty in 
remembering ‘basic’ mathematical facts, (iv) lack of recalling strategies, (v) difficulty in 
understanding place value and the role of zero in the Arabic/Hindu number system, (vi) 
no sense whether their answers are right or not, (vii) tendency to be slower to perform 
calculations as lack of use of mathematical procedures. These pupils are  also less 
eager to take up  tasks where they think they are likely to give a wrong answer and they 
often suffer from high levels of mathematics anxiety (American Psychiatric Association, 
2013). 
Children with DD often face difficulties in developing fluent fact-retrieval mechanisms 
and they end up employing procedural strategies while their peers long after their peers 
have progressed to memory-based strategies (Geary 1992; Geary, Hamson, and Hoard 
2000; Jordan et al., 2003; Hanich et al., 2001; Landerl, Bevan, and Butterworth 2004). 
In prior studies, two computerized training tools have been employed in order to assist 
pupils with DD. The first one called ‘The Number Race’ aims at improving the precision 
of numerical importance representations (Wilson et al., 2006). The second program, 
called ‘Graphogame’, practices the competency of comparing a set of objects. Both 
programs focus on the cognitive processes that are fundamental for developing 
mathematical skills (Räsänen et al., 2009).  
Much future work though still needs to be done in the field of Development Dyscalculia 
in order to understand the relationship between basic competencies and higher-level 
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skills such as arithmetic that ultimately aims to enhance structured learning (Price and 
Ansari, 2013). 
 
1.3.5 Attention Deficit Hyperactivity Disorder (ADHD) 
Attention deficit hyperactivity disorder (ADHD), that similar to hyperkinetic disorder in 
the ICD-10 is a neurodevelopmental psychiatric disorder (Kooij et al.,2010; Lange et al., 
2010; Sroubek, Kelly and Li, 2013; Lange et al., 2010; Tucha et al., 2010). In ADHD 
there are significant problems like attentional  and inhibitory control that are expressed 
as attention deficits, hyperactivity, or impulsiveness (Diamond, 2013; Childress and 
Berry 2012). The first symptoms begin approximately  at the age of six, but they must 
persist for more than six months in order a child to be diagnosed with ADHD (Dulcan 
and Lake, 2012). The most common symptoms are inattention, hyperactivity and 
impulsivity. As symptoms vary between the different types the most common symptoms 
in accordance to the above mentioned types are: 
- Inattentive type: attentional deficits, lack of focusing, lack of organizational skills 
and absent-mindedness 
- Hyperactivity type: nonstop talking, difficulties in staying still, being always in 
motion 
- Impulsive type: impatience, nervousness and clumsiness   
(National Institute of Mental Health, 2008) 
Younger children with ADHD may also face difficulties in playing silently, in waiting their 
turn or struggling to follow rules (DSM-IV, 1994). Furthermore, in school-aged pupils 
inattention symptoms often influence negatively their performance (Walitza, Drechsler, 
and Ball, 2012).  
Referring to the gender differences, boys are more likely to be diagnosed with ADHD, 
as in general, boys are referred more often for behavioral problems, whereas it is more 
common for girls to have learning difficulties (Reid et al., 2000). Recent studies have 
shown that there is a high percent of girls with ADHD mostly inattentive type that are 
not diagnosed, as it is less obvious to parents and they are less likely to search for a 
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diagnosis (Bussing et al., 1998). Since special education programs are introduced in 
elementary and middle education, ADHD was believed to be a disorder that children 
overcome after puberty age. Statistical numbers though reveal that 50%-80% of 
children continue to have symptoms of ADHD well into adolescence but they may be  
capable of better self - control (Barkley et al, 2002; Steinhausen et al., 2003).  
To conclude this short presentation of ADHD, its treatment requires an effective 
combination of counseling, lifestyle changes, and medications. Medications though are 
only recommended in children who have severe symptoms and are rarely considered 
for children with moderate symptoms that are not improved by counseling and expert 
help. Adolescents and adults though tend gradually to be capable of developing skills 
that make them functional in their everyday life (Gentile, Atiq, and Gillig, 2006). 
 
1.4 Linking Emotional Intelligence - Pupil Performance - Learning Difficulties 
This section will attempt to combine the three basic terms of the thesis: EI, Pupil 
Performance and Learning Difficulties, by presenting studies that have showed the links 
between them. 
 
1.4.1 Linking EI to academic performance/success 
 
Academic achievement or (academic) performance is the education outcome that 
describes the extent to which a student, teacher or institution has achieved their 
educational goals. The most common measure of academic performance is 
examinations or continuous assessment. There is no general agreement though on the 
best way it could be tested or which of the aspects are most important (Ward, Stoker, 
Murray-Ward, 1996). Student achievement measures the academic content that a 
student supposed to learn in a specific amount of time. Each grade level has different 
learning goals and instructional standards that educators are required to teach. 
Standards are used to represent a 'to-do' list that teachers should follow. Thus, 
performance is measured according to these set standards (Carter and Welner, 2013). 
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So far there has been much research interest in academic performance, as good 
academic performance is undoubtedly a field of research at the heart of educational 
psychology. Results of these studies could also affect in lower school levels and 
specifically the way pupils’ performance is assessed. Academic outcomes have created 
many difficulties to researchers, as prior literature has shown that academic 
achievement and academic performance have been influenced by variables such as 
family, school, society and motivational factors (Aremu et al., 2004). Likewise, Parker et 
al. (2004) noted that the majority of previous studies has focused on the impact of 
demographic and socio - psychological variables on academic performance.  
 
Various researchers have conducted studies in order to examine the potential 
relationship between EI constructs and academic settings. Lam (2001) investigated the 
correlation between advanced EI and greater individual performance. Jaeger (2003) 
studied the impact of EI instruction on academic performance and the findings of his 
study supported the idea that a relationship does exist between EI and academic 
performance. In the same vein, Abisamra (2000) reported that there is a positive 
relationship between EI and academic performance. He therefore suggested that 
including a framework of EI within schools could have a positive influence on the 
curricula. Petrides, Frederickson and Furnham (2004) argued that any investigation of 
the potential effects of EI on academic performance should be examined in terms of a 
specific context. The majority of the research suggests that EI abilities lead to superior 
performance even in the most intellectual careers. Petrides, Frederickson and Furnham 
(2004) assumed that EI abilities were four times more important than IQ concerning 
success at the workplace and prestige. 
 
There is an important number of studies suggesting that as a measured construct, EI 
could predict performance in educational and organizational settings (Goleman, 2003). 
There have indeed been a number of studies demonstrating the predictive effects of EI 
an academic achievement (Adeyemo et al., 2007; Marquez, Martin, and Bracket, 2006). 
On the contrary there is some research that found limited relationship between EI and 
academic performance (Corrie, 2003) 
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Swart (1996) conducted a study conducted on 448 university students in South Africa 
that indicated there is a significant difference in Emotional and Social Intelligence (ESI) 
between successful and unsuccessful students (Bar-On, 2006). Furthermore an 
additional study conducted on a sample of 1,125 university students in the U.S.A had 
similar findings. “In both studies, the more successful students were found to be the 
more emotionally and socially intelligent. More specifically, the ability to manage one’s 
emotions, to be able to validate one’s feelings and to solve problems of a personal and 
interpersonal nature are important for being academically successful; additionally, 
academic performance appears to be facilitated by being able to set personal goals as 
well as to be sufficiently optimistic and self-motivated to accomplish them.” (Bar-On, 
2006, p.14-15).  
 
Zeidner et al., (2002) previously has pointed out that there has been limited number of 
studies in order to allow researchers create an overall image concerning the impact that 
EI may have on academic success. Research up to today has provided conflicting 
findings regarding the relation between EI and academic success. But by contrast there 
is a limited number of studies that have shown limited or lack of relationship between EI 
and academic performance (Newsome et al., 2000; Sutarso et al., 1996). It is important  
here to mention that research using the Mayer, Salovey and Caruso EI Test (MSCEIT) 
has not found any correlations between EI and Grade Point Average (GPA) (Bastian, 
Burns, and Nettelbeck, 2005; O’Connor and Little, 2003). On the contrary, the results 
from some other studies that used the Bar-On’s EQ-i measure of EI (O’Connor and 
Little, 2003; Parker et al., 2004) observed correlation between overall EQ-i scores and 
GPA. 
 
Specifically, Parker et al. (2004) found significant correlations between three subscales 
of the EQ-i (stress management, adaptability, and intrapersonal abilities) and GPA at 
the end of the first year of college. However, overall EI scores, as measured by the EQ-
i, did not correlate to GPA. Not all researchers though have observed correlations 
between academic performance and scores on the EQ-i. Newsome, Day, and Catano 
(2000) study, who used the EQ-i as a measure of EI, has found no correlation between 
academic performance and EI. On the contrary they found correlations between EI and 
personality facets. Petrides et al. (2004) using the measures by GPA examined the role 
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of trait EI on academic performance in students with low IQ compared to those with 
high IQ. Results of their study have revealed that trait EI correlated to academic 
performance, but only in students with low IQ scores. Specifically, the high trait EI was 
more beneficial for academic success to students with low IQ. Woitaszewski and 
Aalsma (2004) examined the relationship of  EI and academic success in gifted 
adolescents and their study revealed similar findings, as EI did not predict academic 
success also in this sample (Malekar and Mohanty, 2011). 
 
Such studies seem to provide some controversial evidence concerning the relationship 
between EI and academic performance. Preliminary studies though showed the 
importance of this relationship, particularly for “at risk” students. More studies should be 
conducted in this area in order for an in-depth assessment to be made regarding the 
‘strength’ of this interrelationship.  
 
 
1.4.2 Linking EI to Pupil Performance 
In 1995, international attention was drawn to the link between educational success and 
emotional and social competency (Goleman, 1995). He suggested EI (EI) was more 
important than IQ in predicting success in life and in academic level (Parker et. al, 
2009). 
Despite the fact that a study conducted by Newsome et al. (2000) did not reveal a 
statistically significant relationship between EQ-i scores and performance at school, 
four other  major studies conducted on large  samples in South Africa, Canada and the 
United States (Bar-On, 1997a, 2003; Parker et al., 2004; Swart, 1996) have shown that 
there is a relationship between EI and Pupil Performance (Bar- On, 2006). Furthermore 
these studies have supported  the idea that Bar-On model is a valid tool which could 
predict an individual’s performance. Results from an analysis conducted by James 
Parker and his colleagues on 667 Canadian high school students (2004), have 
revealed that the correlation between ESI and scholastic performance was statistically 
high. This means that a high percent of performance is the result of the interaction of 
emotional-social intelligence and cognitive intelligence.  
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“Despite the acceptance among many educators that EI is important for the success of 
school- aged children, there is limited direct research investigating the link between EI 
and academic success at the elementary school level.” (Parker et al., 2009, 240). One 
such study conducted by Eastabrook, Duncan and Eldridge (2005) provided some 
evidence for the importance o EI among primary school children and in particular 
between 7-12 years. They asked 72 elementary school children to complete the youth 
version of the Emotional Quotient Inventory (EQ-i: YV; Bar- On and Parker, 2000) at 
the beginning of the school year (September), whereas their scores were compared to 
their performance  records at the end of the school year (June).  
Another study conducted in 2014 (NakhostRavan et al., 2014) investigated the 
influence of teaching EI (EI) on the academic performance in female students of 
primary schools in Ahwaz, Iran. The sample of the study has been 60 female students 
who recognized to have behavioral disorders (BD) were selected beside to 30 students 
without behavioral disorders. The results of that study revealed that teaching EI 
influences on increasing academic performance. This result also matches the results of 
studies conducted by Fatum (2008), Hogan et al. (2010), McCann et al. (2011), Jiwen 
Song et al. (2010), Laborde, Dosseville and Scelles (2010), Malekar and Mohanty 
(2011), Bracket, Riverz, and Salovey (2011) and Ferrando et al. (2010). Furthermore, 
another recent study conducted by Brouzos et al. (2014) in a sample of primary pupils 
(8-10 years old) has also revealed that trait EI was positively correlated to pupils 
attainment.  
A current pedagogical experiment (Rafaila, 2015) focused namely on the ability of 
primary school students to identify basic emotions, based on a correlated interpretation 
of all the emotional expressions; facial expressions, gestures, postures, tones of voice. 
The pedagogical experiment implemented a training program focused on exercising the 
analysis of certain emotional expressions, the emotional charging and discharging, the 
play-role. The sample of the study was 30 first-grade pupils in Buzau, Romania. 
According to this study, the pupils of the sample have been able to distinguish precisely 
between positive and negative emotions. Here though it is important to mention that 
pupils could not distinguish among the several negative emotions, as all the pupils have 
considered them to be sadness.  
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These findings support the idea that EI is an important predictor of the academic 
success of students as young as 7-12 years of age (Parker et al., 2009). Results of this 
research could appeal also to my sample, as the focus group is also at the age of 9-10, 
even if these researchers have employed different research tools. 
The above studies indicate a relation between EI and pupil performance. This thesis is 
undoubtedly influenced by former studies that shed light on different aspects of EI and 
link these either with measured performance (scores) or with the improvement of the 
attainment that pupils indicated. The majority of these studies though have been 
conducted with much larger samples than mine and they have followed different 
analysis methods. The current study differs from these studies in providing an in-depth 
analysis of the components of EI of the pupils of the sample. Furthermore a crucial 
difference is detected in the research tools that have been used as the above 
mentioned studies have been mostly quantitative ones and they have employed tools 
like EQ-I Inventory whereas my tools included observations, qualitative questionnaires 
and face-to-face interviews. Last but not least, the key difference of my study compared 
to the former ones is the variable of specific learning difficulties -that constituted the 
sampling criteria. The current study aims to explore this triangle of concepts, in order to 
uncover to some extent the possible links between them. 
 
 1.4.3  Relation of EI to Learning Disabilities 
 
Students with learning disabilities (LD) have familiarized with academic difficulty and 
failure. It is a common phenomenon that in cases pupils with LD face cognitive 
challenges they exhibit behaviors related to learned helplessness, including diminished 
persistence, lower academic expectations, and negative affect (Baird et al., 2009). 
Various studies have so far described the social difficulties that these students face 
especially in higher education as they have not had the appropriate academic skills or 
suitable academic strategies (Frazier et al., 2007) and they suffer from poorer time 
management skills, and deficient test taking strategies (Reaser et al., 2007). 
 
Considering one of the hypothesis of the study of Narimani  et al. (2009) showed that 
there is a relationship between EI and behavior disorders. More specifically the results 
of this study have shown that the higher the EI, the less the behavior disorders. 
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Findings of this study are consistent with the findings of Taghavi et al. (1999) and 
Cicchetti and Toth (1998) in terms of the co-existence between behavior problems, 
communication limitations and not tolerating failures all of which are strong indicators of 
low EI in children with learning disabilities. According to the results of this study pupils 
with disabilities or anxiety disorders have shown lower levels of EI compared to their 
classmates without disabilities. Thus, it can be said that dyslexic children compared to 
non-dyslexic children have more behavior problems and indicate lower EI. It could be 
then assumed that EI is one of the factors which affect anxiety levels, as children with 
lower EI show worries and less effective and determined conversational behaviors 
(Wojinalower and Gross, 1998).  
 
Further studies determined that LD students reported higher levels of stress and 
anxiety, lower academic self efficacy, greater lack of self-confidence and self-doubt, 
and extreme self-criticism compared to non-LD students (Sparks and Lovett, 2009). 
Several other studies that explored self efficacy and other social and emotional 
components in LD students found that college students with and without LD are 
relatively similar in most social-emotional abilities but differ in stress management 
abilities and in needs for social support systems. Another study that explored the 
coping strategies of students with LD indicated that although students without LD were 
more task orientated and perceived more support than students with LD, students with 
LD used more emotional coping strategies than non-LD students (Heiman and Kariv, 
2004b). Very few studies have explored EI in LD students, suggesting that a clear 
profile has not yet emerged (Reif et al., 2001). 
 
Most recently, Klassen and colleagues (2008) report on two research studies that 
explored the relationship between academic procrastination and self efficacy for self-
regulation in 208 undergraduates with and without LD. Their findings indicated that 
individuals with LD reported significantly higher levels of procrastination than those 
without LD. They suggested that academic self-efficacy is key to understanding 
academic procrastination in adults who have knowledge of cognitive and metacognitive 
skills and strategies but may possess lower confidence to use them to organize their 
learning. 
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Following the findings of Heiman and Kariv (2004b) that LD students tend to use social-
emotional strategies more often to cope with their academic difficulties than non-LD 
students and other findings that suggested the significance of teaching emotional 
strategies for LD students in higher education (Dahan et al., 2010) and the need for 
multidimensional support programs to strengthen LD students emotional as well as 
academic abilities (Gregg, 2007).  
 
Based on the above-reviewed literature, it is assumed that EI, which is considered a 
self-related variable, is associated with learning difficulties. Studies have shown that 
higher levels of EI may mean fewer behavior disorders. It is clear that EI affects 
drastically the wide range of learning difficulties. 
 
1.5 Summary and Aims of the Research 
 
The greatest part of the above literature has been dedicated to EI, its definitions, 
theories and models. Three main models of EI have been presented so far in the 
literature chapter. The first model introduced by Peter Salovey and John Mayer, 
perceives E.I. as a form of cognitive abilities. The second model, by Reuven Bar-On, 
presents EI as a mixed intelligence which includes cognitive ability and personality 
aspects and the third and last model, introduced by Daniel Goleman, also perceives 
E.I. as a mixed intelligence but it differs from the latter model as it focuses mostly on 
how cognitive and personality factors determine workplace success. Research has 
found though that the three models are significantly correlated (Stys and Brown, 2004). 
 
Although EI has been defined in many ways which also lead to various theories, the 
present study has been focused on the four-branch model by Mayer and Salovey 
(1997), which characterizes EI as a set of four related abilities: perceiving, using, 
understanding, and managing emotions. Even if this model is not considered a recent 
one, it incorporates the wide range of emotional skills to form the bigger concept of EI 
in the individual. Furthermore, a great part of the studies conducted in the field of EI are 
based on this model and incorporate its aspects, a fact that strengthens its validity. 
47 
 
 
Regarding the construct of Pupil Performance, it is discussed as the ability to 
remember and use facts and it also relates to initiative, self-reliance, leadership 
potential and self confidence. Pupil performance involves a big variety of capacities in 
order a pupil to be considered as well – performing. In the case that this pupil also 
faces learning difficulties like dyslexia, dyscalculia or AD/HD then performance is often . 
Although there is limited number of studies investigating the link between EI and pupil 
performance at the elementary school level, major studies have so far clearly indicated 
that a statistically significant relationship between EQ-i scores and performance at 
secondary school and college exists.  
 
The initial aim of this study, therefore, is to find this potential link between EI and Pupil 
Performance in primary school pupils and to investigate the relation between these two 
concepts specifically in pupil populations with learning difficulties. So far no studies 
have explored the relation between pupil performance and EI in such populations, 
particularly at the primary school level. This significant gap in the literature was the 
incentive to investigate if and how EI affects pupil performance with learning difficulties. 
 
Moreover the investigation aims also to explore how its results might affect current 
curricula in integrating interventions that aim to develop EI in pupils with learning 
difficulties. The second aim of the study is thus to suggest a framework of concern 
referring to the way that the concept of EI may be integrated within the Greek curricula, 
special emphasis should be given to the following. The last two decades EI has been 
the focus of  school curricula  development via Socio - Emotional Learning 
Programmes. As in the last years social and emotional competencies are considered to 
play a more significant role in performance compared to IQ (Ehmke, Siegle, and 
Hohensee, 2005), school-based programmes of social and emotional learning (SEL) 
therefore could help young people develop these skills that will lead good academic 
progress (Fan and Chen, 2001).These programs have indicated an enhancement of the 
school environment and also helped students and families who may feel difficulties in 
building relations with teachers and peers to feel more comfortable and ultimately 
become active members of the school community . 
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CHAPTER 2 
METHODOLOGY 
 
This chapter focuses on the methodology of the current study. More specifically it 
introduces the Research Questions and subsequently presents the Method of the 
study, the Research Tools, Sampling and the Research Procedure that is divided in 
three subsections: the Pilot study, Access to School and the Timeline. A review of the 
Analysis procedures using the NVivo software follows and the chapter closes  with a 
review of Ethical issues and a short summary which brings together the main points 
presented. 
 
 
2.1 Research Questions 
The present study sought to investigate if and how EI affects pupil achievement as 
evidenced in one classroom of primary school children with learning difficulties. 
Specifically the research questions raised were:  
 
a) In what ways is EI a contributing factor to pupil performance in populations of 
children with learning difficulties? 
 
b) What are the main features of a framework of concern regarding the way the 
concept of EI may be integrated within the Greek primary school?  
 
 
2.2 Method 
The research method of the current study is the case study. The case study method 
was selected for the current study as I aimed to study a particular phenomenon (the link 
between EI and school performance/achievement) within a particular context (a 
classroom of students with LD attending a private primary school). The units of analysis 
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more specifically were individual pupils with learning difficulties and these were studied 
within the context of a primary school classroom in a Greek private school.  
 
Case study methodology is considered as the most suitable one for descriptive and 
explanatory research and additionally it is widely accepted in social studies (Eisenhardt, 
1989; Lee, 1989; Miles and Huberman, 1994; Yin, 1994, 2003a).  
 
Stake (2000, p.436) noted that a "case study is both a process of inquiry about the 
case and the product of that inquiry”. Case study is considered as one of the most 
valuable studies for qualitative studies (Crotty, 1998; Creswell, 1998, 2003; Denzin and 
Lincoln, 2005; Guba and Lincoln, 1981; Mertens, 2005; Hatch, 2002; Patton, 1990). 
 
Three writers have written in detail about the case study methodology: Merriam (1998), 
Yin (1981; 1999; 2005), and Stake (1994; 2005; 2008). According to Yin (2003b), the 
case study strategy consists of the following components: the study’s questions, the 
units of analysis, the linking of the units, the data to the propositions, and the criteria for 
analyzing the findings. The case study strategy includes “the ability to ask questions, to 
be an active listener, to be able to adapt to unforeseen circumstances, to grasp the 
issues being addressed, and to identify personal bias” (Brown, 2008, p.4.). In 1984 he 
wrote that case study is “the preferred strategy when ‘how’ or ‘why’ questions are being 
posed, when the investigator has little control over events, and when the focus is on a 
contemporary phenomenon within some real-life context” (p.1). The present study 
focuses on the ways in which EI affects pupil performance is particularly suited to case 
study methodology in that it aims to study in-depth a phenomenon from a range of 
perspectives using multiple sources of evidence. 
 
Here we could mention that there are indeed some limitations when using the case 
study method. One of its drawbacks should be considered the objective reporting and 
lack of generalisation (Eisenhardt, 1989; Yin, 1994). Furthermore, the researcher’s bias 
can lead to a lack of precision (Yin, 1994). One effective technique to reduce this 
negative influence, is the use of multiple sources of evidence in the form of three data 
collection tools; detailed triangulation from these multiple sources, and an attempt to 
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provide a theoretical generalization of the findings, suitable for the small sample this 
study employs.  
 
Τhe current study additionally employs the multiple-case or cross-case study strategy 
that allows the researcher to explore the potential links between the variables that are 
too complex to be examined by a single survey (Yin, 1994). In this way, this study is 
able to include the voices of multiple cases in order to build a tentative theoretical 
framework (Research Question 2) on the study’s main theme, EI and pupil 
performance.  
 
2.3 Research Tools 
The choice of the research tools aimed at case study triangulation in the following way. 
Observation protocols were firstly used to provide the contextual evidence and data on  
specific behavioural categories obtained from the review of the literature. Subsequently, 
the questionnaires allowed an exploration of further themes that were not entirely 
observable, such as self-esteem and ensured that the pupils’ voice and own 
perspectives were included in the study. Finally the interview delved deeper into the 
key themes of the study and provided more detailed information on the ways in which 
pupils’ performance is affected by EI from the pupils’ point of view. 
 
2.3.1 Observation Protocols 
Observation protocols were employed during the first phase of the research in order to 
provide a description of pupil’s EI within the classroom environment. The necessity of 
observational data is dictated due to the fact that in case that someone attempts to 
objectively assess another person’s EI behavioural evidence is required that would 
provide all the data concerning the subject’s behavioural aspects (Goleman, 1995). 
Reliability was assisted by using an EI observation record sheet assessing emotional 
competencies, adapted from the Table of Emotional Handling. The ABC table includes 
the following aspects: 
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 Antecedent- The events or circumstances that preexists a behavior 
 Behaviour- The behaviour 
 Consequences- The action or responses that follow the behaviour  
(Pence et al., 2009; Pratt and Dubie, 2008) 
To be more accurate, the aim of the aforementioned table was to elicit contextual data 
concerning the following categories: Emotional Perception, Interpersonal abilities, 
Emotional Expression, Trust in abilities and knowledge, Self-esteem, Reaction to verbal 
reprimand, Openness to Success and Failure, Emotional Distraction, Intrinsic 
Motivation for Participation, Self-control in addition to contextual data. The categories 
referred to EI are in accordance to the four branches model of Mayer and Salovey that 
was presented in Chapter 1: Emotional Perception, Facilitating thought, Understanding 
emotions and finally Managing emotions The contextual data referred to sub categories 
shedding light on various aspects of the main categories. 
I attempted to approach these terms through separating them into questions. For 
example the term Emotional Expression has been represented in the current table 
through the following questions: (a) Does the pupil fail in expressing his anger, either 
physically or verbally, even if the impulse would normally cause that feeling? (b)Does 
the pupil feel extremely scared? (c) Does the pupil have constant fears? (d)Does the 
pupil seem to be passive, weak or upset? (e)Does the pupil have frequent or even 
extreme mood changes? 
In the protocols these categories were represented through the following questions: 
 Does the pupil perceive emotions in self and others? 
 Does the pupil cooperate with classmates during a team activity? 
 Does the pupil react in a appropriate way to different situations or not? 
 Is the pupil confident about his/her knowledge and abilities? 
 Is  the pupil over-confident about his/her knowledge and abilities? 
 Does the pupil accept success? 
 Does the pupil accept failure? 
 Does the pupil stop trying in case that he/she does not accomplish at first an 
activity? 
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 Does the pupil accept failure? 
 Does the pupil try to give a good impression of self to others? 
 How does the pupil react to verbal reprimand? 
 Does the pupil control his/her anger? 
 Does the pupil fail to express anger even though the incentive would cause 
anger? 
 Does the pupil’s mood change rapidly? 
 Does the pupil shout often without obvious reason? 
 Does the pupil get emotionally distracted when teaching is interrupted? 
 Does the pupil control him/herself? 
 Does the pupil comply with classroom rules? 
 
The observation protocol can be found in Appendix no. 1, section 1.1. 
Observations were conducted during Language and Math classes subjects. This choice 
was conscious as during the teaching of these subjects pupils seem to be more active 
and eager to participate, according to their teachers and therefore I could collect a 
greater variety of data so as to explore the relationship between EI and Pupil 
Performance. Most importantly for the current study,, during these subjects pupils were 
more often assessed compared to other for their performance (tests, activities, 
questions) compared to others. 
 
2.3.2 Questionnaire 
The questionnaire is one of the most commonly used research tools for data collection 
(Wilson and McLean, 1994). Both open and closed questions are employed in 
questionnaire design. In the current study, open-ended questions had the advantage 
that they allowed the participants to provide a more complete response by providing the 
opportunity for them describe their opinions and thoughts. Their strong point is that they 
mostly provide specific and meaningful information (Arhar, Holly, and Kasten, 2001; 
Patten, 1998). An important asset of questionnaires is that they retain confidentiality 
through anonymity. This fact makes them an effective tool for collecting data on 
sensitive activities. (Patten, 1998; Salkind, 1991). In the current study, this anonymity 
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was facilitated through a particular way. Questionnaires were handed out to the whole 
class. Questionnaires with a special sign though were given to the pupils that would 
form part of the sample of the study, e.i a star for Stratos, a moon for Yiannis and so 
on. In that way I could track their questionnaires while retaining their anonymity.  
 
The questionnaire in the current study (found in Appendix 1) was based on several 
recent studies (Adeyemo, 2005; Ohio University, 2003; Petrides et al, 2006; Shipley et 
al., 2010; Wong et al., 2001) that have investigated EI in correlation with personal and 
school facets. The questionnaire of the current study has been based on the above 
mentioned studies.  More specific,  the studies of Adeyemo, Petrides and Shipley have 
been employed to elicit the main categories of the questionnaire whereas Wong’s have 
been the template for posing the questions of each questionnaire’s section and the 
Youth Deployment Activity Guide of Ohio University has provided the basis of creating 
the graphics of the questionnaire.  Additionally, elements of the activity handbook of 
Promotion Program of Psychological Health and Education (2008) have been used in 
order for the questionnaire to cover the wide range of EI and form the final sections. 
These sections include Emotional Perception and Appraisal, Emotional Understanding, 
Emotional Facilitation of thought, Emotional Management, Intrapersonal and 
Interpersonal Skills. Each section is further divided into sub-skills, that address such 
things as Problem Solving, Happiness, Flexibility and other critical emotional and social 
skills and competencies.    
In the current study, a 6-page questionnaire was administered to the students in order 
to understand their feelings, put them in writing and help them discover that different 
situations lead to different feelings. The questionnaire contained illustrated short stories 
that would appeal to the age of the children and would depict everyday dialogues. 
Children were asked to step in the “protagonists’ shoes” in order to recognize their 
feelings, find the hidden ones and discover the influence of other people towards them 
regarding emotional handling (Promotion Program of Psychological Health and 
Education, 2008). 
The majority of the activities  included in the questionnaire have been based on a 
program conducted by the Center of Research and Applied Studies of the University of 
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Athens, Department of Philosophy, Psychology and Pedagogy, Psychology Laboratory, 
that promoted psychological health and learning in schools (2008) with the exception of 
the first activity, as it is mentioned below. These activities were part of an extended 
guide that proposed a special framework to teachers and school psychologists working 
with children from 8 to 12 years old, in order to promote the emotional development of 
their pupils. Activities were divided in different sections such as communication skills, 
recognition and appraisal of emotions, self-esteem, stress confrontation, problem and 
conflict solving, supporting children in crisis situations and activity books for pupils. 
Some of these activities (five) were selected to be incorporated into the research, as 
they included illustrated pictures, which set clear the content of each activity, they 
covered a wide range of potential emotional situations according to the four branch 
model of Mayer and Salovey and were supported by the literature review, which helped 
to interpret the pupils’ responses. As these activities were planned to be a part of 
teaching in school, it was essential for the study to introduce some changes. These 
changes did not refer to the content of the activities but to the extension of them. Pupils 
had forty minutes at their disposal to complete all the activities so it was impossible to 
create a questionnaire that was more than five pages long. Before administering the 
questionnaires to the participating pupils, they were piloted on a sample of 10 pupils 
(described below in the Research Procedure section). 
The design of the questionnaire had a twofold aim; Το elicit a wide range of data 
concerning EI and appeal to the interests and the age of the pupils. Based on the 
Ohio’s University guideline for pupils 8-10 (p. 6) the first activity of the questionnaire 
included the “emotional carpet"  in order to explore pupils’ Emotional Perception. The 
next activity (Activity 2) was employed to investigate pupils’ ability to distinguish honest 
and dishonest/hidden feelings and has been found at the activity handbook of 
Promotion Program of Psychological Health and Education (p.26-27). The prototype 
though included four dialogues whereas in the present questionnaire has been used 
only four of them due to time consuming reasons. Furthermore by the end of this 
activity a small new section was added where the pupils were asked to fill out with 
personal experiences concerning this branch of EI. The third activity aimed at 
investigating Emotional Understanding in terms of associating emotions to events and 
circumstances and was based on p.37 of the activity handbook. The fourth activity’s 
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prototype -aimed at investigating pupils’ self-esteem and self-image- is found in p.54-55 
of the aforementioned handbook. The current questionnaire though differs from the 
prototype in the questions posed that follow the initial table with merits and demerits. To 
be more specific, the first question right after the table is enriched by “Was it more 
difficult to find out your strong or your weak points?” and “According to your opinion 
why did this occur?”. Furthermore the third question of the prototype has not been 
included and it has been replaced a small happy face encouraging the children to delve 
into their self-image. The last activity (Activity 5) has been exactly the same as the 
prototype’s one (p. 51) with the exception of the last part, referred to interpersonal 
skills, where only three of the sentences included in the prototype have been used, in 
order not to collect data that could not been used in the analysis section. An analysis of 
the five activities of the questionnaire follows.  
The first page of the questionnaire (Activity 1) depicted a grandmother with a big 
colorful carpet and children were asked to draw different faces showing various 
emotions without explaining in words their drawings. This section examined their ability 
to recognize different emotions.  
In the second section (Activity 2), the children were given four different illustrated 
pictures with dialogues taken from everyday life. Pictures were accompanied with a 
short text:  “In the following pictures something seems to be wrong. Can you spot what 
it is?”. Dialogues included were the following: 
1. Mum and I bought you this. Do you like it? - Yes, yes, a lot! 
2. Ah! I'm very glad Mary finally won in the running competition and got the medal! 
3.  You don't mind that your cousin took your magazine without asking you, do 
you? - No, no, aunt! Don't say that! 
4. What are you talking about? I'm fine! Don't you see? - Are you sad with your 
grade at language? 
 
In all the situations the protagonists were hiding their real feelings. The aim of this 
activity was to encourage the pupils to discover what the real thoughts and feelings of 
the protagonists were, although they were not expressed with clarity and in an obvious 
way. 
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The following section (Activity 3) was devoted to children’s ability to link emotions with 
different personal experiences that they had so far in their lives. Emotions varied from 
positive to negative as well as from neutral to more intense, so that they included 
sadness, joy, regret, fear, surprise, fear, shame. 
The last section (Activity 4) of the questionnaire was related to children’s self-esteem 
and self confidence as they were asked to find out their merits and demerits and 
furthermore they were asked which one was easier to them and why.  
In the same vein, the very last page (Activity 5) of the questionnaire aimed to at eliciting 
the dimensions of the pupil’s self-esteem. The children were asked to fill in sentences 
which referred to the pupils seating next to them. This part of the activity aimed at 
investigating the emotional appraisal of the pupils concerning other people and 
especially their nearest classmate. 
 
2.3.3 Interviews 
The observational data was triangulated with semi-structured interviews with the pupils. 
These were audio-taped, transcribed and analysed using NVivo software for qualitative 
data analysis (see Analysis section). They built on the observational data in shaping a 
socially-constructed understanding. Children differ significantly from adults regarding 
cognitive and linguistic development and in attention and concentration span (Arksey 
and Knight, 1999). The interviews were designed so as to draw out pupils’ recollections 
of their feelings and reactions during the observed lessons (prompted by the written 
feedback sheets they received after the observations) and their subsequent views 
about the value of formative assessment of student EI.  
The pupils were interviewed in groups to allow participant reaction to and comparisons 
with what others said. Groups were created after consent by teachers in order to 
ensure that children would feel at ease and answer questions spontaneously. Groups 
were small, in accordance with Lewis (1992), who summarizes research to indicate that 
a group of around two or three is an optimum size, though it can be smaller for younger 
children. The duration of the interview was no longer than fifteen minutes and I ensured 
that distractions were kept to a minimum. I also used simple language that was to the 
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point and without ambiguity (e.g. avoiding metaphors). As mentioned, the interviews 
were conducted in groups. Lewis (1992) assumes that group interviewing help children 
to express their ideas and introduce new ones in the discussion. An effort was made to 
introduce it as a game in the current study. 
Thirteen questions were included in the interview schedule. In the first phase of the 
interview children were asked introductory questions such as “Which of the school 
subjects do you think you are best at?” and “Are you happier when you attend 
Language or Mathematics?” These first two questions aimed firstly at making pupils 
feel at ease and allowed access to an initial general impression of their self-esteem and 
the way they see their school performance. 
Subsequent questions were more specific and children were given more time to 
respond. Questions aimed at investigating the relation between EI and their 
performance by using easily understood and targeted wording; they were also carefully 
planned after the observation phase of the study. The  aim was to elicit more 
information about each pupil for both his/her EI and performance. As the interviews 
were the last part of the study it was attempted to gain further depth of knowledge 
regarding children’s emotional appraisal, empathy, emotional perception, limits of 
abilities, self-esteem. Questions included  both pylons of the study: EI and pupil 
performance. 
 
2.4 Sample  
The study was conducted in a private school, which was selected because of its 
openness to new pedagogic tendencies. Τhe fourth grade of primary school was 
selected after meeting with  the head of the school and the teachers and determining 
that it was attended by a large number of pupils (n=26) and, crucially, that a high 
percentage of them were diagnosed with learning difficulties. 
The sample was a group of 13 students of mixed gender coming from both classes of 
the fourth grade, and being between the ages of 9 & 10 years old with LD. It was 
determined that at this age the children have the ability to express more accurately their 
feelings and they had also learnt through others or discovered on their own ways to 
manage them (Saarni, 1998).  Furthermore, they have already attended intervention 
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programs and they have learnt to deal on a satisfying level with their learning 
difficulties. 
Thirteen (n=13) Greek primary school students (9 boys and 4 girls) with learning 
difficulties (LD) were selected with the following particular criteria: 
 They were diagnosed with one or more LD by an authorized Greek 
institute. 
 They were 9-10 years old (fourth class of primary school). 
 They were attending at least a 2- year intervention program either at 
school or at home. 
 
The pupils have differed a lot regarding the LD that they faced and the severity of them. 
Furthermore the thirteen pupils of the sample varied from low performing to high 
performing and often had unstable performance either on Language or Mathematic 
subject. Below I present a brief account of the educational history of each one of the 
thirteen pupils, who will be presented thoroughly in the Findings Chapter, classified with 
reference to their LD. 
 
Table 2.1: Short description of the pupils of the sample  
Pupil Brief account Learning Difficulty 
 
 
 
Dyslexia * 
 
Anastasia 
A low performing pupil with dyslexia 
and poor mathematical skills. Her 
low self esteem had a negative 
impact on her performance. 
Andy 
Average performing pupil with 
reading deficits and mathematical 
disorders. She has indicated high 
openness in success and failure. 
Angelos A low performing pupil with severe 
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Dyslexia focused on poor written 
skills, which affected his 
performance especially in cases of 
exams. 
 
 
 
 
 
(reading, 
listening, 
writing, 
spelling, 
difficulties) 
 
Annika 
Pupil diagnosed as “slow pupil” with 
severe lack of language 
mathematical skills. Lack of 
participation in class, asking 
concretely for reinforcement by the 
teacher. 
Eleanna 
Pupil diagnosed with dyslexia 
focused on reading difficulties. She 
has indicated strong self-esteem and 
trust in abilities and knowledge. 
George A. 
Pupil diagnosed with Dyslexia and 
received an intervention program 
which helped him cope with his 
learning difficulty. Competitive pupil 
with high intrinsic motivation. 
Petros 
Pupil with Dyslexia referring to 
listening and reading difficulties. Low 
participation in class and intrinsic 
motivation. He was also partially 
diagnosed with dysgraphia. 
Stratos 
Pupil with high function autism, 
dyslexia and dysgraphia. He has 
indicated to have a strong 
relationship with the teacher, a fact 
that seemed to impact his 
performance. 
Constantis 
Pupil with writing deficits and 
dyscalculia. Better performing in 
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Language than Mathematics. He 
received much help by the teacher 
and he have shown improvement. 
 
ADHD 
Dimitris 
High IQ pupil , high performing, 
diagnosed with ADHD. Over self 
confident, often not complying with 
classroom rules and as a result, 
receiving teacher’s negative 
comments. 
George K. 
Pupil with ADHD, average 
performing, difficulties in coping with 
stress and control himself. 
Vasilis 
Pupil diagnosed with ADHD 
combined type. He had created the 
image of a “bad and disobedient 
boy” with partial lack of self-esteem. 
Yiannis 
Pupil with ADHD combined type and 
poor reading skills. He faced 
difficulties with controlling his self. He 
has also indicated a misleading self 
image. 
* Some of the pupils of the sample had except dyslexia, other learning difficulties 
like dyscalculia or dysgraphia. 
 
2.5 Research Procedure 
2.5.1 Pilot study 
As a new researcher and prior to getting access to the school, all the tools of data 
collection (questionnaires and interview questions) were tested, using a sample of 17 
children with learning difficulties that were conveniently sampled from my own cohort of 
students that I teach and were about the same age as the main study’s sample. During 
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this pilot phase corrections were made regarding the syntax or language of the text and 
questions, some were removed and some sections were added in the questionnaires. 
More specifically, in the initial questionnaire there were six activities. One of them was 
called “The magic mirror” that asked pupils to complete a picture of the mirror which 
referred to the way they saw themselves in comparison to the way that other people 
saw them. This section of the questionnaire was not been completed by the majority of 
the pilot study sample (15 pupils). After inquiring of the pupils their difficulty to complete 
this section, they said that they could not understand what they should do. After this I 
decided to remove this section of the questionnaire, as it was deemed too challenging 
for the pupils of this age to complete.  
Concerning the observation protocols the pilot phase was essentially the first week of 
the main research. It was at this time that the format of the table was changed slightly: 
the observation categories were written in shorter sentences and  space was also left 
for field notes which were deemed necessary for commenting on the overall context of 
the sessions. 
 
2.5.2 Access and Entry to School/classroom 
Access to the school was permitted by the Head of the school, who also provided 
permission to enter classrooms in order to conduct the research. During our initial 
meeting the aim and the objectives of the study were made clear to him. He was also 
informed about the nature of the population I wished to work with and the research 
tools. As he gave his consent to conduct the study in the school, we arranged a 
separate meeting with the two teachers of the fourth grade in order to inform them and 
make sure that I will not harm or affect teaching in an inappropriate way. During this 
meeting teachers insisted on asking questions about the ways that study would firstly 
guarantee anonymity and secondly guarantee that pupils of the sample would not feel 
marginalized or stressed at any stage of the study. After extensive conversation, I was 
given consent to begin data collection. The following day, a detailed e-mail was sent to 
both the Head and the teachers with the timeline of the study and the research tools 
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that would be used in all the phases of the research. Consent forms were then sent out 
to the pupils’ parents (see Ethics section below). 
 
 
2.5.3 Timeline 
The duration of the study was eleven weeks divided into three different stages 
according to the research tools that were used during each stage.  In the first stage (4 
weeks) classroom observation protocols were used in order to start observing the 
behavior and emotional reactions of the sample. By end of  this period, separate 
interviews with the two teachers had been conducted and important information had 
been collected aiming on the one hand at creating a self portrait of each of the pupils in 
the sample, and on the other hand at understanding the way class is working and in 
particular the way pupils were involve in the learning procedure. 
In the second stage (4 weeks), observation protocols continued being used in order to 
collect adequate qualitative data for analysis. By the end of this period (the last week), 
questionnaires had been given to the pupils to collect specific data concerning EI and 
performance competencies. 
The last phase of the study (3 weeks) included interviews with the thirteen pupils of the 
sample, which allowed me to collect in vivo qualitative data from the spontaneous 
answers to the questions raised. This concluded the research procedure. 
The research followed the timeline below: 
 
Table 2.2: Timeline of the research  
Stages Weeks Research Tools 
1st Stage 
1st Week 
(Pilot Study) 
Observation Protocols 
2nd Week Observation Protocols 
3rd Week Observation Protocols 
4th Week Interviews with the teachers 
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2nd Stage 
5th Week Observation Protocols 
6th Week Observation Protocols 
7th Week Questionnaires 
8th Week Questionnaires 
3rd Stage 
9th Week Interviews with the pupils 
10th Week Interviews with the pupils 
11th Week Interviews with the pupils 
 
 
 
2.6 Analysis 
For the analysis of the qualitative data I used NVivo trial version downloaded from 
www.nvivo.com. By using the NVivo qualitative analysis program all data was more 
efficiently and systematically coded under different ‘nodes’. The nodes of the analysis 
were constituted of two different categories depending on whether they were connected 
to EI or pupil achievement. These codes came either from Mayer and Salovey’s four 
branches of EI (1997) or were related to definitions and theories of pupil achievement 
mentioned above. Below the two tables describe the codes that have been used for the 
analysis. 
Based on the two significant pylons of the research, EI and Pupil Performance I chose 
to have a broader perspective of the case studies via a cross case analysis. Under the 
nodes that were created for analyzing the data coming from the different sources, I 
searched for patterns within cases in order to identify dimensions or constructs from the 
literature, and then looked for within-group similarities and inter-group differences. 
 
 
Table 2.3: Codes for EI 
CODE DEFINITION / DESCRIPTION 
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Perception of Emotions 
 
The ability to “engage in sophisticated information 
processing about one’s own and others’ emotions and the 
ability to use this information as a guide to thinking and 
behavior.”(Mayer, Salovey, and Caruso, 2008, p.503) 
Expression of emotions 
 
“Observable verbal and nonverbal behaviors that 
communicate an internal emotional or affective state. Vivid 
examples of emotional expression are facial movements.” 
(Dorset Research and Development Support Unit, 2003) 
Appraisal of emotions 
 
“The ability to discriminate  between different feelings and 
label them appropriately, and to use emotional information 
to guide thinking and behavior.” (Salovey and Mayer, 
1990, p.189) 
Interpretation of 
emotions 
 
The ability to analyze the meaning of emotions and 
promote thinking by managing emotional knowledge. 
(Mayer and Salovey,1997) 
Ability of linking case to 
emotions 
 
The capacity to process emotional information and 
messages in order to connect them with real life 
circumstances and situations. (Mayer and Salovey,1997) 
Self confidence/ self-
esteem 
 
This terms refers to  a person's overall subjective 
emotional evaluation of his or her own worth and also 
incorporates personal  beliefs. (Hewitt, 2009) 
Ability to distinguish 
hidden and/or 
dishonest Emotions 
 
Ability to understand if an individual’s emotions and 
behavior is honest or not, according to a person’s 
thoughts.  (Mayer and Salovey,1997) 
Self control 
 
The ability to control oneself in terms of emotions, 
behavior, and desires with an ultimate aim of function 
within society’s rules. In psychology it is sometimes also 
called self-regulation. (DeLisi, 2015) 
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Concrete Asking of 
Reinforcement by 
pupils 
 
This term involves urge of student to be mentored by 
teacher during teaching process. (Rieber, 1997a)  
Reaction to verbal 
reprimand 
 
Potential reaction either positive or negative in cases that 
an adult scolds verbally. 
Empathy 
 
The capacity to “understand what another person is 
experiencing from within the other person's frame of 
reference.” (Bellet and Maloney, 1991, p.183) 
Emotional distraction Inability of staying focused and emotional stable during 
teaching. This distraction may also co-occur with 
inappropriate adoption of emotional reactions. 
 
 
Table 2.4: Codes for EI and Pupil Performance 
 
CODE DEFINITION/ DESCRIPTION 
Ability to stay open to failure 
 
Reflective Regulation of Emotion 
consists of the ability to “stay open to 
feelings, both those that are pleasant 
and those that are unpleasant.” (Mayer 
and Salovey, 1997, p.11) 
Ability to stay open to success 
 
This capacity refers to positive attitude 
of staying open both to pleasant and 
unpleasant feelings (Mayer and 
Salovey,1997) 
Trust in abilities and knowledge Self confidence and conscious trust in 
knowledge during classroom activities 
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 and teaching. 
Intrinsic Motivation to participate in 
Activities 
 
The term refers to the “self-desire” to 
discover new things and face 
challenges aiming at gaining knowledge 
(Ryan and Deci, 2000). Pupils and 
students who have developed intrinsic 
motivation are more eager to improve 
their skills and abilities (Wigfield et al., 
2004). 
Compliance to classroom rules 
 
Ability to comply with the rules that 
have been agreed of all pupils by the 
beginning of the school year. 
Response to cognitive challenges 
 
Efficient and quick responding in open 
ended questions referring to the areas 
of school either to general or school 
knowledge. 
Appropriate choice of cognitive strategies 
 
Choosing appropriate cognitive 
strategies and specific methods to 
solve problems, including all sorts of 
reasoning, planning, arithmetic (Siegler 
and Shipley ,1995). 
School Stress management  
 
“Responses to stress include 
adaptation, psychological coping such 
as stress management, anxiety, and 
depression,   controlling the source of 
stress or learning to set limits” (“Stress”, 
2014). Management of stress at school 
refers to the ability of effective 
controlling anxiety or anything that 
causes worry. 
Metacognitive abilities The term refers to a set of abilities and 
refers to “the awareness of one’s own 
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 thinking, conceptions, an active 
monitoring of one’s cognitive 
processes, an attempt to regulate one’s 
cognitive processes in relationship to 
further learning” (Hennessey, 1999, 
p.3) 
 
All sources of data coming from the observation protocols, questionnaires and 
interviews have been coded. This in-depth analysis provided the essential prerequisite 
in order to categorize, compare and contrast the data. Images-exemplars of the NVivo 
analysis are presented below. 
 
Figure 2.1: NVivo screenshot of selecting codes 
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Figure 2.2: NVivo screenshot of Observation Coding 
The second aim during the cross case analysis was to explore the interactions between 
these two pylons of the study. As the main research question of my study is to identify if 
and how EI is a contributing factor to pupil performance and especially to children with 
LD, I investigated the effect of one term on the other and vice versa. In the next chapter 
I present in groups the similarities and the differences that I gathered from the sample 
within the terms of EI and Pupil Performance. Some specific categories of these two 
terms have special interest either because of the number of times these were found in 
the data analysis or due to their prominence in individual cases-pupils.  
 
 
2.7 Ethical Issues 
Ethical issues arise are prominent in studies whose main sample are young children. 
The major principles that I have focused on concerning ethical issues were to respect 
privacy and anonymity issues, treat the data collected from pupils in a confidential 
manner and of course ask for their parents’ consent. 
Consent forms were given to the parents with a description of the research and asked 
to sign and return the forms. They were also able, during the data gathering phase, 
freely to withdraw or modify their consent and to ask for the destruction of all or part of 
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the data that they had contributed. Two copies of a consent form were signed by the 
researcher (me) and the consenting parent or guardian. They were also informed that 
in case of interviews, children voices will be recorded. 
All parents that the consent forms were sent to agreed to let their children participate. 
The consent form can be found in Appendix no.4. 
Furthermore, as described previously in this chapter a specific number of pupils (13) 
were chosen to participate in the study, that was however not communicated to the 
children, who were informed  that I was about to conduct a study concerning emotions 
and that they would all participate in the different stages of it. My first priority was not to 
marginalize the pupils that were the sample of the study. All the pupils were asked to fill 
out the questionnaire and during the interview stage the teacher of the class informed 
the pupils that only some of them could participate due to lack of time. 
In all stages of the study I respected the pupil’s privacy and I did not include any 
personal data or data that the pupils asked to remain private. Furthermore, pupils were 
informed about each stage of the study and consent forms were given to the parents in 
order to inform them about the content and the procedure of the study. At the same 
time pupils in case of interviews gave their consent to be recorded and they were 
informed that if a question would make them feel uncomfortable they could choose not 
to answer. finally, pupils’ real names were replaced by pseudonyms. 
 
Summary 
This Chapter presented thoroughly the Methodology that has been followed in the 
current study and has been divided in sub-sections to cover the wide range of 
methodological issues that were taken under consideration during the design of the 
research. The greater part of this chapter focused in the case study method and the 
presentation of the research tools, whereas also an analytical presentation of the 
research procedure has been presented. The ultimate aim of the present chapter was 
to create a well-structured construct of Methodology that would be the fundamental 
basis for the next Chapter; the Analysis of the findings. 
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CHAPTER 3 
FINDINGS 
 
3.1 Case study Analysis 
 
3.1.1 Introduction 
The Case study analysis in the first part of this Chapter is presented for each pupil in 
the following way: introduction - history of the pupil, thematic analysis of the findings 
and conclusion of each analysis. The history of the pupil is based on field notes written 
up either while discussing with the teacher of the class or the school psychologist. 
Thematic analysis comes from the above mentioned codes (see Methodology, Analysis 
section (2.6) extracted from data collected through observation, questionnaires and 
interviews. The conclusion brings the findings together, signposting the way for the 
cross-Case analysis that follows in the second part of this Chapter. 
During the Case analysis I have grouped Case studies with reference to their prominent 
LD (Dyslexia and ADHD). I chose to present extensively five of the thirteen pupils of the 
initial sample. These cases are exemplary in the way that they represent various 
aspects of EI in relation to Pupil Performance and regarding the severity of the learning 
difficulty. At the end of every Case study I also provide data coming from the other eight 
pupils of the sample which have been either in accordance or in controversy with the 
main study’s sample data. Combining all the data collected from these particular pupils, 
the first research question is addressed: ‘If and how emotional intelligence affects 
pupils’ with learning difficulties performance’. 
Each one of the five Case study analysis aimed at a triangulation of the data by 
combining and analyzing qualitative data arising from different sources. More 
specifically, the observation protocol focused on both EI and Pupil Performance 
whereas the questionnaire shed light on EI and the interviews on Pupil Performance. In 
the Case studies these data are triangulated in an attempt to combine sources of data 
which maybe show the link between EI and Pupil Performance.  
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Pupils with Dyslexia 
3.1.2 Stratos 
Through this Case study analysis specific codes are analysed under the two main 
themes. For EI, this Case presents data that refer to Emotional Distraction, Emotion 
linked to Situation and Self- Esteem, whereas for Pupil Performance the codes 
Reinforcement of the teacher, School stress Management and  Intrinsic Motivation of 
participation are presented. 
Stratos attends Grade four of Primary School. He is 10 years old and according to the 
teacher’s interview he has two siblings, one girl and one boy. His sister has ADHD. His 
parents have no known disability and both work. Stratos has a diagnosis of high 
function autism, dyslexia and dysgraphia.  
Discussing with the school psychologist about his emotional development and 
behavior, she reports:  
“Stratos’ expressive language had severe problems  in the beginning of the 
school year was vague, as his sentences were quite long and without the right 
grammar and syntax. He was not able to choose the right words while speaking 
and the listener had to work extra hard at decoding the message. It was quite 
hard to anyone and especially to his peers  to have a proper conversation with 
him. He tended to monopolize the talking and seemed not to be interested in 
what the other person was talking about. He also found difficulties in focusing 
and he got easily distracted. While discussing with him he was talking much 
about his two favorite subjects: computer games and robotic and did not really 
talk much about anything else. It is important also that he seldom played with his 
classmates in the school yard. Stratos periodically had bouts of anxiety and it 
was much harder for him to focus during these seizures. In these cases the 
teacher asked him to leave the class for a few minutes in order to calm down. 
Lately this happens less often as we understood this tactic does not help him 
much”. 
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As children on the autism spectrum vary, teacher has told me: “Even though during 
previous years he struggled with complying with classroom rules and making friends, 
he has improved his social skills during the last two years.”. Concerning his 
performance, the teacher has reported that although in the beginning of the school year 
Stratos had shown some poor performance especially in Language-based modules, 
after one year of consistent help by both the teacher and the special teacher of the 
school, he improved significantly his knowledge, he achieved better in tests and 
showed eagerness to participate in classroom activities. During third classτ he got 
mostly B’s for his performance in Language, whereas he gained easily A’s for 
performing well in Mathematics. 
Stratos, being an autistic boy, has typical emotional and social behaviors according to 
his syndrome which often affect his skills and his relationship with other people, which 
was often referred to during interviews with the teacher and school psychologist. One of 
the main characteristics of his behavior was emotional distraction, which is presented 
thoroughly below. 
In the data collected during the initial data collection stage, the code ‘emotional 
distraction’ featured strongly, making it clear that Stratos was often emotionally 
distracted in the classroom. 
The behaviours observed and presented below in Τable 3.1 clarifies this further: 
Table 3.1: Stratos’ behavior showing emotional distraction 
1st lesson 
Teacher does not stand next to him and he starts talking 
with his classmate. 
2nd lesson 
One of his classmates asks the teacher a question and 
Stratos loses his  concentration, takes a toy  from his bag 
and starts playing with it. 
3rd lesson 
He cannot keep up with the class rhythm and he says to the 
teacher “I am tired, I can’t do this exercise”. 
5th lesson 
He soliloquizes during lesson and he does not write down 
dictation. The teacher also becomes annoyed and tries to 
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convince him going further with dictation. 
7th lesson 
Teacher needs to repeat a lot of times what he has to do in 
order for him to start listening to her. 
 
As evidenced from  the above table and drawing also on my own observations of 
Stratos’ behavior in the classroom, his behavior in the classroom is not stable. He often 
loses his concentration, fails in keeping up with his classmates, soliloquizes and needs 
extra attention from the teacher in order to follow her requests. His emotional 
distraction defeats his efforts to improve his school performance, as he finds difficulties 
to keep up with the class activities. Analyzing the observation data, we might come to 
the conclusion that emotional distraction is one of the factors which affects Stratos’ 
performance particularly in terms of his effectiveness to answer the teacher’s 
questions, in terms of being competitive and participating quickly in classroom 
activities. These three elements are crucial to form the overall image of Stratos’ 
performance, as they seem to impact on key aspects of the teaching process.  
In the same vein, it became obvious during observations that he had a strong 
relationship with the teacher, asking concretely for reinforcement. Stratos would sit next 
to her and ask often for her support and encouragement when he faced difficulties in 
accomplishing tasks.  
Most of the notes in the observation protocols refer to this issue of attachment, as  
depicted below: 
Table 3.2: Stratos’ relationship with the teacher 
1st  lesson 
If the teacher does not engage him to start working on an 
exercise at Language, he does not start any of the activities. 
2nd lesson 
He is working on an exercise together with teacher that he 
claimed he could not do on his own. Teacher asks him to 
continue on his own and he refuses. 
3rd lesson He gets angry with the teacher because she tells him to stop 
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asking questions during test. His reaction is to pull his hair in 
order to draw her attention. 
6th lesson 
Teacher punishes him because he was behaving badly by 
not allowing him to sit next to her. His gets angry and 
disappointed and he makes this evident with his facial 
expressions. 
This strong attachment that the Stratos had with the teacher, is clearly depicted above 
and evidenced also during classroom observations. This seems also to affect his 
performance, as his intention to please the teacher and ask for her reinforcement 
makes him perform better when she stands next to him. On the contrary when he does 
not receive any reward or interest his lack of effort is quite obvious. 
In his interview extract below we also see that he admits performing better in cases that 
the teacher shows concern towards him: 
R: How do you feel when the teacher recompenses you? 
Str: I feel really nice and pleased and I put even more effort. 
R: Do you always do your best in class? 
Str:  I do not always put great effort in everything. If the teacher is next to me I 
always try to do more. 
As arising from the interview, the reliance on the teacher’s presence leads Stratos to 
perform better in class as a result of being rewarded by the teacher (rather than as an 
intrinsic personal need).  On the contrary, when the teacher does not stand next to him, 
he gets distracted and stops whatever he is doing. Furthermore, he seems to link his 
sense of success within the class to the frequency of the teacher’s 
encouragement/feedback. This also affects his intrinsic motivation to participate in 
activities, to achieve more and perform better. In Stratos’ Case the motivation seems to 
be linked not only with his internal ambitions and expectations, as it should be, but it is 
also connected to external factors and in particular to the above mentioned interaction 
with the teacher. Therefore, in Stratos’ case, his extrinsic motivation regarding his 
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performance is obvious in cases when his initiative often relate to fulfilling the teacher’s 
expectations.  
This seems to be the case also in his questionnaire data. In the activity that he had to 
choose three important people to him, he struggled with their selection. When I asked 
him during the questionnaire stage why he was facing difficulties with this part he 
answered “I can’t choose someone because they love me all the same I think and they 
are happy when I do something right.” 
Below there is the aforementioned part of the questionnaire: 
 
Figure 3.1: Stratos’ questionnaire excerpt a 
Combining the two different sources of data, we could support that the close 
relationship Stratos has with his teacher affects his performance concerning the 
eagerness he shows to participate in class. He seems to have connected his 
attainment with this dependency on the teacher’s behavior towards him. As a result, his 
performance varies  among school subjects as he relates it to the teacher’s reactions.  
Another important factor of EI that has shown to be significant in Stratos’ Case is self- 
esteem. He described himself as follows: “I am a good and polite child, who likes 
playing computer games”. When he was asked in the questionnaire though to point out 
his bad qualities, he only mentioned his bad handwriting. He also erased the question 
that was asking which column (good and bad qualities) was easier to fill in and why. He 
explained to me that he could not answer this question so he chose to erase it. It was 
not clear though if his denial was linked to his difficulty to express himself in such 
questions or it was correlated to lack of self awareness. 
Below there is the part of the aforementioned activity of the questionnaire: 
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Figure 3.2: Stratos’ questionnaire excerpt b 
In the first column of the good qualities he mentioned being good at collaboration, being 
kind, being good at playing video games whereas in the second column that describes 
his bad qualities he refers to his bad handwriting. He also described himself in the last 
question of the interview  as a person that has sometimes unexpected reactions but he 
is a good child and was trying hard to become a better pupil. 
Comparing the above data concerning self-esteem, we could say that Stratos appears 
to have a realistic image of his abilities and knowledge as he can point these out quite 
clearly. We might also mention that being in the autistic spectrum allows him to think 
and express himself literally. This realistic view of himself could affect in a positive way 
his performance as he already knew his weaknesses and the areas he had to put more 
effort into. 
Another important section of the questionnaire was the link between emotion and 
situation according to the pupil’s vivid experience. Stratos faced great difficulties 
answering this part of the questionnaire. According to his experiences, he correlated 
negative feelings with incidents that had to do with accidents that caused physical pain 
to him or others (e.g. his sister). Positive emotions were linked to instances of play.  
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Below there is the extract of his questionnaire about emotion-situation: 
 
 
Figure 3.3: Stratos’ questionnaire excerpt c 
More specifically he notes a variety of issues such as that: he regrets having beaten his 
sister, he was sad when he was beaten, he laughed a lot when he was playing, he was 
really happy when playing, he was surprised when he fell down, he was scared when 
the light in his room turned off, he was ashamed when one Lego toy slipped from his 
hands, he cried a lot when he fell and he was enthusiastic on his birthday.  
Another issue here is that compared to all the other pupils’ answers in this section, 
Stratos answers were by far the shortest and more or less repetitive ones. During this 
activity he also asked a couple of times for my assistance with further explanation. He 
had obvious difficulty not in recognizing the emotion or categorizing it (positive or 
negative) but in connecting it with real incidents. This difficulty seems also to have 
affected his performance as he was marginalized in most of the collaborative activities 
with his peers. The main reason for this was that he could not keep up with their 
emotional shifts during the activity. 
This is also connected to his anxiety bouts and school stress management in the 
classroom, which are clarified in the table below: 
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Table 3.3: Stratos’ school stress management 
1st lesson 
 He is really anxious during teaching. Teacher asks him 
what is going wrong and although he answers 
“Nothing”, he keeps on being anxious. 
2nd lesson 
During teaching he takes out of his bag his snack and 
starts eating. 
3rd lesson 
He asks the teacher if he could go out of the class for a 
while. 
4th lesson 
Teacher asks whole class to quickly copy an exercise 
from the board. Stratos is anxious because he finds 
difficulties in writing fast. He drops down his pencil. 
5th lesson 
He says to the teacher “I cannot accomplish this test, 
time is too limited, I cannot think’. 
His anxiety affected much  his performance as when his learning difficulties prevented 
him from keeping up with the pace of the class activities. In these instances he 
complained to the teacher of being incapable of finishing the activity, he asked for a 
break outside class and he even started eating during teaching to show his denial to 
comply with the classroom rules.  
Although he showed some difficulty in controlling his anxiety or stress and linking his 
emotions with each situation, he indicated a high level of empathy toward his 
classmates, especially when they were experiencing negative feelings. He admitted 
doing so also during the interview: 
R.: Who is your best friend? How would you feel if he is really happy and how if 
he is really sad? 
Could you also describe a case that you helped a friend of yours in order to 
make him feel better? 
 
Str:. I have a lot of friends inside and outside class. My best friends are 
Merkourios and Alexandros. If something makes them really happy, then I will 
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also feel really nice! In case that some of my friends will feel sad I would feel 
sad. One of my friends has asked my help for a construction. I helped him and I 
have felt really nice! (Interview 2.5) 
 
This high level of empathy has been obvious during all the study’s phases and is 
connected to one of the higher aspects of EI according to Mayer’s and Salovey’s four 
branch model.  Stratos has indicated a couple of times during the interview and the 
observations that he was able to share his classmates’ and friends’ feelings and 
experiences. This is quite a  surprising finding as Stratos has shown lack of other lower 
leveled aspects of EI, like Emotional Perception and thus indicated to have the capacity 
of empathy. This finding raises issues concerning if and how the four branches of the 
model are independent and interact.  
These findings lead firstly to the conclusion that Stratos’ emotional distraction is 
connected to the teacher’s presence, which affects mostly his school performance and 
attitude by making him vulnerable in accomplishing tasks and participating in the 
classroom. Furthermore, his performance is obviously affected by his difficulty to keep 
up with the class pace, his anxiety and his difficulty to link emotions with situations. It 
could be assumed though that these last three factors were not connected to potential 
low levels of EI but to the impact of his learning difficulties. 
Stratos’ Case study presented particular aspects of EI and Pupil Performance. More 
specifically the relation between these two terms was investigated though thematic 
analysis under specific codes coming from both the subsections of the study. The 
codes used for Stratos’ Case study were: Emotional Distraction, Reinforcement of the 
teacher, Intrinsic Motivation of participation, Self-esteem, Emotion linked to Situation 
and Stress Management. This analysis has been conducted taking into consideration 
all sources of data. 
As it was depicted in the research tools, Stratos’ behavior presents some patterns 
which may show a link between EI and Pupil Performance. Combining the above 
mentioned data it is assumed that emotional distraction influences his effectiveness 
whereas his strong attachment to the teacher influences his attitude towards school 
subjects. Emotional distraction and his concrete need of teacher’s reinforcement seem 
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to be linked to his motivation to participate in class and his will to take initiatives during 
activities. 
In addition, his anxiety seizures and difficulty to link emotions and situations prevents 
him from collaborating with his classmates and often marginalizes him, affecting his 
relationship with his classmates. To sum up and answer the main research question we 
could say that in this Case study EI indeed would seem to affect Stratos’ performance 
under the particular special circumstances presented through his data. 
 
3.1.3 Anastasia 
This Case study focuses on specific codes: Trust in abilities and knowledge, Reaction 
to Verbal reprimand, Self-esteem, Intrinsic Motivation and School stress Management, 
as important findings came out through the thematic analysis of this pupil’s data. 
Furthermore these codes indicated to have a strong relationship in between that I 
would attempt to highlight during the current Case study.  
Anastasia is also attending the fourth class. She lives with her mother and her older 
sister, as her parents have divorced. Anastasia has been diagnosed with dyslexia. Her 
difficulties are mostly tracked in  visual scanning, processing, spelling and working 
memory. Her mathematic skills are also poor and more specifically she faced difficulties 
with the four operations and problem solving, even if it had a real-life context. It 
happened quite often during lectures that she was daydreaming. This caused teacher’s 
annoyance and as result she has been quite often scolded. Concerning her relationship 
with her peers she had only one close friend and seemed to want to blend in with their 
classmates but with not great success. This often caused to her stress and anxiety.   
The majority of notes during observation protocols concerned her lack of trust in her 
abilities. In all cases that she could not keep up with the classroom activities, she was 
closing her books or starting talking to one of her classmates. Some other moments 
she was complaining that exercises were too difficult for her or that the teacher was not 
impartial to her. The table below clarifies that further. 
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Table 3.4: Observations concerning Anastasia’s trust in abilities. 
1st lesson 
She closes her book while trying to finish an exercise 
because she does not know what she should do. 
2nd lesson 
She stops trying solving a Math exercise and starts talking 
to her classmate in order to copy the solution. 
3rd lesson 
Teacher has asked pupils to write an essay. Anastasia is 
erasing almost every sentence that she has written. After 
25minutes she managed to write three full sentences. She 
is really disappointed, so is the teacher 
5th lesson 
Teacher asks class to solve one more exercise and 
Anastasia is saying “Why Mr. Apostolos?”. She thinks it is a 
kind of punishment and not a chance for further practice. 
6th lesson She complains that the exercise is too difficult for her. 
 
The above table presented some typical behaviors of Anastasia, which consisted of 
one main point, her negative reaction of every activity that demanded extra effort. 
Although during the first phase of the observation protocols we hypothesized that 
Anastasia was a low performing pupil, in the next weeks and especially during the 
interview in the section of self-esteem and trust in abilities and knowledge she said the 
following:  
Anast.: I am good at… I don’t know… What do you mean…? Hmmm… I think I am 
good at… I don’t know what to answer. I think I am good in helping my mother and 
being a good friend. (Interview 2.1) 
In another part of the interview: 
R: How would you describe yourself? 
Anast.: I am Anastasia and I am not that good at many things. I am good at some 
things and I try to improve myself. I try to be a good friend because I am not always.  
(Interview 2.1) 
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Her answers were quite surprising, as she was the only  pupil who did not mention any 
particular activity and  took her along time to answer. Furthermore, it would seem that 
she emotionalizes friendship so much that is her first priority.  Revising again the notes 
of the observation protocols we might come up with the idea that Anastasia’s tendency 
to avoid exercises and complain systematically when new tasks arose is connected to 
the lack of trust in abilities and knowledge as a result of low self-esteem. 
The behavior that was clearly depicted in the table led the teacher on several occasions 
to rebuke her. Her reaction to verbal reprimand was to lower her head, blush and stop 
putting any further effort on any subject. The field notes present a clearer picture of this 
behavior: 
Table 3.5: Field notes concerning Anastasia’s reaction to verbal reprimand 
2nd lesson Anastasia starts talking without taking any permission first. 
Teacher scolds her and she lowers her head and she 
hesitates to make the question she wanted. Few minutes 
later teacher scolds her again because she does not pay 
any attention to the board and even though verbal 
reprimand is intense she remains inexpressive. 
5th lesson It happens once again the teacher to bound her because 
she is not concentrated and she starts crying. She goes out 
of the class. 
 
The teacher has partially marginalized Anastasia, as he often commented negative on 
her behavior and/or her performance. This happens at least four or five times during 
every subject and Anastasia’s reaction varies from blushing and lowering her head to 
remaining inexpressive. A particularly strong reaction to the teacher’s behaviour was 
during the 5th lesson when Anastasia burst into tears after being scolded. This negative 
relationship with the teacher seems to affect her performance in terms of her intrinsic 
motivation for participating and having trust in her abilities and knowledge. Important 
data concerning these two codes are given by the following two tables. 
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Table 3.6: Observational data concerning Anastasia’s trust in abilities 
1st lesson The teacher asks a question. Anastasia knows the answer 
and she whispers it, but she does not raise her hand to say 
it aloud. 
2nd lesson  She says to her teacher that the exercise is beyond her 
abilities and she can’t do it on her own. 
 
Table 3.7: Observational data concerning Anastasia’s intrinsic motivation 
1st lesson She doesn’t participate at the lesson. 
2nd lesson Even though the teacher insists on asking her to participate 
she refuses to do so, because as she mentions 
Mathematics are too difficult for her. 
6th lesson She starts answering the teacher’s question without taking 
any permission. The teacher scolds her and even though 
he asks her to say eventually the answer she refuses to do 
so. 
 
The same conclusions emerge also from her responses during the interview. She 
admitted: “I am a low performing pupil because of the bad notes I receive and 
according to the teacher’s assessment. I do not always do my best, but this does not 
happen on purpose.”  
Later during the interview I asked: 
R: What is for you the main stress source at school? 
Anast.: The main source of my school stress is examination by the teacher because I 
feel inadequate to answer, even if I have studied at home. (Interview 2.1) 
At this point it is important to give prominence to a relation that has come out through 
the above analyzed codes; Trust in abilities and knowledge-intrinsic motivation- 
teacher’s verbal reprimand-school stress management. Through this Case study, this 
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relationship run the analysis in a crucial way. More specifically Anastasia’s performance 
was clearly affected by her teacher’s negative reactions in instances when he 
disapproved of her attitude within the classroom. This phenomenon, in addition to 
Anastasia’s low self-confidence, may have lead to her lack of trust in abilities and 
knowledge and also affected her intrinsic motivation to participate in class. She adopted 
this behavior in order to try to manage her stress and avoid receiving a rebuke by the 
teacher. So she adopted a passive and “invisible” role in order to protect herself by 
being exposed. 
In a similar vein, when she completed the respective category in the questionnaire, she 
included in her good qualities that she loves her sister, she has a good family and she 
is a good child. On the contrary, she pointed out that she is not a good pupil and she 
feels bad when she is lying.  
Below there is the extract of her questionnaire about good and bad qualities: 
 
 
 
Figure 3.4: Anastasias’ questionnaire excerpt a 
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The above data, as mentioned before, made it clear that Anastasia does not have a 
good relation with her teacher, who often rebukes her. It seems though that the main 
source of this problem is Anastasia’s lack of ability to identify emotions in self and 
others. Before every verbal reprimand by the teacher, he would look at her in an 
intense and critical way. In the majority of these moments Anastasia did not pay 
attention to her teacher’s expressions and body language. As a consequence she 
keeps on doing what she should not and this causes a stronger reaction by her teacher 
in order to increase again her concentration.  
In addition, in the field of the questionnaire that is related to Emotional Perception, she 
asked at least three times what she was supposed to do and even though she was 
given some examples, she failed in completing this section. 
Her answers are shown below in the part of the questionnaire which was connected to 
emotional perception: 
 
Figure 3.5: Anastasias’ questionnaire excerpt b 
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Furthermore, during the interview stage, she found difficulties to justify her answers 
concerning the sections which referred to the emotional perception. Characteristics 
parts were : 
R: How do you feel when your friend is really happy? 
Anast.: Heh.. Normal. If something extraordinary happens like taking an A in a test I 
would say ”Well done!”. 
R: How do you feel when you are doing well in an activity? Could you show it with your 
body? 
Anast.: I think I would be happy. I can’t show it, I would just be happy. I can’t pretend 
being happy at the moment. (Interview 2.1) 
These parts of the interview, connected to the former data are enlightening in 
highlighting Anastasia’s difficulty with Emotional Perception, which affect on the one 
hand her performance at school and on the other hand cause difficulties in her personal 
relationships. This finding is revealed also during the teacher’s interview who said that 
Anastasia has few friends and difficulties to interact with her peers as she fails to 
understand their emotional behavior. This is the main reason which makes her want to 
be a good friend and she feels the need to invest in relationships. 
Taking into account all of Anastasia’s data it seems that she indeed has low self-
confidence not only because of her bad notes but also due to the lack of teacher’s 
engagement and the many cases of teacher verbal reprimand during class. Together 
with Anastasia’s difficulty to perceive emotions, this makes her inevitably marginalized 
by her classmates and her teacher. Hence, it is not surprising that these two factors  
have a negative effect on her performance as they lead her to mistrust her abilities and 
knowledge. 
This low trust in abilities and knowledge is connected to the lack of intrinsic motivation 
to participate in activities, as Anastasia seemed to fear the impact of a potential wrong 
answer. This behavior seems to be linked to school stress management as it was 
difficult to her to meet the teacher’s expectations in a high demanding environment like 
the classroom. The result was that Anastasia did not show her range of abilities and 
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knowledge and on the contrary she showed not to respect classroom rules, thereby 
ending up to be a low performing pupil. 
 
3.1.4 Andy 
Through this Case study analysis specific codes are analyzed. Concerning EI, codes 
that are discussed are Emotional Expression and Self-Esteem, whereas under Pupil 
Performance category, the codes Intrinsic Motivation of participation and Staying open 
to success and failure are explored. 
Andy has two siblings and is the youngest member of her family. Both her parents are 
working as successful practitioners and doctors. “Andy had already symptoms of 
dyslexia during the first grade of primary school.”, as teacher said during interview, but 
her parents were in denial of her symptoms and she did not receive any support. 
At the age of eight (2nd grade) language impairments were reported by the teacher. 
Possibly due to the lack of awareness of her condition, she was described as having a 
general inability to stay concentrated in and outside class, but with no report of her 
specific deficit. Her dyslectic symptoms are focused on reading and calculating 
disorders (dyscalculia).  
Andy is a slow reader and often make mistakes. According to the teacher and the 
school psychologist:  
“Concerning language deficits, Andy confuses letters, especially the ones with 
similar graphics (like β-θ). She has difficulties in reading, syllabifying long words 
and she struggles with understanding the contents of a text. That is the reason 
why she gets very tired while reading and often refuses to read. Concerning 
Mathematics, she has calculating disorders, as she faces difficulties in carrying 
out the four basic operations. Andy also is not often able to remember 
mathematical expressions and rules. Last but not least, she does not understand 
mathematical problems and she has low arithmetic capabilities.” 
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During the observation protocols phase, Andy did not indicate high intrinsic motivation 
to participate in class activities, except when solving exercises, especially concerning 
Mathematics, at home. She seemed especially concerned when taking notes and asks 
consistently her teacher if she has made any mistakes. It is revealing that neither the 
observational data nor the field notes referred to Andy’s will to participate. On the 
contrary, it was often noted in her observation protocols that she lacked trust in her 
abilities and knowledge. 
 
Table 3.8: Observational data concerning Andy’s trust in abilities and knowledge 
2nd lesson 
She is asking again and again teacher if she has solved right 
the exercise.  
4th lesson 
She is asking teacher “Is it right? I am not sure at all if I have 
solved it right…” 
5th lesson 
She is asking for teacher’s help in order to check the 
mathematical operation.  
 
Andy asked quite a lot of times the teacher if she has solved  the exercises correctly 
and seemed unsure of her knowledge. Most of the times, her insistence was so strong 
that the teacher encouraged her to take extra time to check again her own the answers. 
This encouragement did not make Andy feel more secure, but on the contrary it 
seemed to have caused to her greater worry, which was observed through her 
hyperactivity or other behaviours (nail biting). 
Although Andy’s showed stress concerning her abilities and knowledge, she seemed to 
cope well with staying open to success and failure. When the teacher applauded her 
efforts, she smiled and showed her pleasure. She also expressed her disappointment 
when she did not accomplish a task or the teacher rebuked her.  
The following tables clarify this point further: 
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Table 3.9: Observational data concerning Andy’s openness to success  
4th lesson 
Teacher says that she is really trying a lot today in Math and 
Language. She smiles and says thanks. 
5th lesson 
She did really well at Math test according to teacher’s 
expectations. Teacher says “I am really proud of you”. Andy 
answers “ I will try more from today onwards” 
6th lesson 
She answers right to a teacher’s questions and she gets really 
happy. 
Table 3.10: Observational data concerning Andy’s openness to failure 
2nd lesson The teacher says “I expected you did better in this language 
exercise”. She answers “I will try more next time” 
4th lesson The teacher asks Andy to be more concentrated when solving 
a mathematical operation. She answers “I was not really 
concentrated by that moment, but now I know what I should 
pay attention on”. 
Andy’s great advantage to be both open to success and failure is a conducive factor for 
her attainment. During the teacher’s interview, the teacher admitted that Andy was one 
of the her few pupils who was positive in receiving comments and making changes in 
the way that she performs so as to improve. The teacher also mentioned that after 
Andy adopted this practice her performance gradually been improved, a phenomenon 
which was also depicted in my field notes. 
Concerning the code Emotional Expression, Andy has in general shown that is able to 
recognize and express emotions, as arising from her questionnaire. Relevant extracts 
from her questionnaire are presented below: 
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Figure 3.6: Andy’s questionnaire excerpt a 
This section of the questionnaire clearly depicted Andy’s ability to recognize emotions, 
as she was one of the few pupils of the sample that managed to fill in so many 
emoticons. She depicted also a variety of feelings such as happiness, sadness, 
surprise, concern. 
The next section of the questionnaire featured her perception concerning Emotional 
expression and its relation to everyday experiences. 
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Figure 3.7: Andy’s questionnaire excerpt b 
Andy managed to fill in successfully all the blank squares of this section with incidents 
according to her experience like cases when she felt embarrassed because she lied or 
she felt afraid because her parents yelled at her. The code of Emotional expression has 
been also detected through the interview: 
R: How do you feel if you are going well at an activity in class? 
Andy: I feel extremely happy and I proud of myself. 
R: Could you show it with your body? 
Andy: She stands up, yells and smiles. (Interview 2.5) 
It seems that combining the above findings we could find a relation between openness 
to success and failure and emotional expression. Andy has good perception concerning 
Emotional Expression which allows her to stay open to success and failure. These two 
abilities act together so as to promote her performance and her overall attitude within 
classroom. 
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On the contrary, not believing much in herself, Andy’s performance has been affected 
in a negative way by her low self confidence. Below there is the appropriate extract 
from her questionnaire, where she admitted that it was more difficult to her to find her 
good qualities. She specifically claimed to make many mistakes, laugh aloud, talk too 
much and not put in enough effort. She included in her good qualities having a good 
personality and being a good friend. 
 
Figure 3.8: Andy’s questionnaire excerpt c 
Andy has shown difficulty in detecting her own good qualities and her statements were 
rather abstract whereas her bad qualities were obviously more and specific. Similar 
responses arose from the interview, as mentioned again and again her demerits. For 
example when I asked her strong points she answered: 
 “ I am not good at English, Math and French, even though I try to. And I am also not 
good at controlling myself when I get angry. Ah, and sometimes I do not believe in my 
abilities. I am a good friend though!” (Interview 2.5) 
To conclude with Andy’s Case study it is important to mention again that the codes 
which have been presented through this analysis were Emotional Expression and Self- 
Esteem, Intrinsic Motivation of participation and Staying open to success and failure. All 
these codes created a relationship which lead to the finding that in Andy’s Case EI 
affected her performance at school. This relationship could be further analysed in the 
following ways. 
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On the one hand, Andy has shown a high level of Emotional expression during the 
observation protocols and the interview phase. This seemed to affect her Openness to 
success and failure, as she understood that the motivation of the teacher was to help 
her. This interaction made her was to change gradually the way she was behaving in 
class and to improve her notes by making less mistakes in exercises or tests. 
On the other hand, self-esteem has been also crucial in this Case study analysis. Andy 
presented low self confidence concerning her responses, which was responsible for her 
low intrinsic motivation to participate in classroom in cases where the teacher had not 
assured her that all her answers were correct. This cautiousness seemed to influence 
negatively her performance as she seemed not to be prepared or not have the will to 
participate.  
These two relationships that have been presented above made Andy an average 
performing pupil, who although showed some progress, was not able to become a high 
achieving pupil, even if she potentially could according to her skills and knowledge. 
The three Case studies, regarding pupils whose main LD was dyslexia, that have been 
presented above (Stratos’, Anastasia’s, Andy’s), have shed light on particular 
relationships among the codes of the analysis. To be more specific, it was found that 
Emotional Distraction is linked to low performance caused by lack of Intrinsic 
Motivation, whereas low levels of Self-esteem are related to low trust in abilities and 
knowledge. Furthermore, low Emotional Perception skills have been found to be 
responsible for School Stress. Comparing the aforementioned data with the data 
coming from the other dyslexic pupils (Angelos, Annika, Constantis, George A., Petros, 
Eleanna), we could support the idea that the aforementioned codes have played a 
significant role in the analysis of the total sample of dyslexic pupils, as also presented 
in the Cross Case study analysis (3.2) 
 
 
 
 
94 
 
Pupils with ADHD 
3.1.5 Vasilis 
Through this Case study analysis we refer again to both pylons of the study – EI and 
Pupil Performance. Concerning EI, the  codes of analysis which are presented in this 
Case study are Emotional Distraction, Self confidence/ Self-esteem, Reaction to Verbal 
reprimand; concerning the Pupil Performance category I look at Trust in abilities and 
Knowledge and Compliance to classroom rules. 
Vasilis is a 10 year old boy who lives with his mother, father and younger brother. His 
father has a history of AD/HD, inattentive type, as Vasilis’ mother reported to me. Both 
parents are very supportive concerning his school attitude and performance. Vasilis’ 
mother also teaches English at the same school and that is why she often volunteers at 
school functions and has an everyday report for him by his teacher and the school 
psychologist. He was referred for a psycho educational assessment during 2nd Grade, 
as his parents were concerned that he may not be progressing according to his 
abilities.  
In addition to assessing Vasilis’ achievement and ability, the school psychologist  used 
a norm-referenced behavior rating scale (Athena test). This psycho-educational 
assessment showed that he was above grade level in his reading and written 
expression skills. At the same time his overall ability was in the average range. 
Information from the assessment also indicated to the school psychologist that Vasilis 
may have AD/HD, predominantly inattentive type. Thus he suggested to the parents to 
be referred to a special teacher or  registered psychologist for further assessment. 
Finally, Vasilis was recently diagnosed with AD/HD combined type. 
Vasilis’ teacher, Mr. Apostolos, reported the following in class:  
“Vasilis often seems to be unaware of what is happening in class, as he staring 
straight ahead and when asked what he was thinking replies, ‘I don't know’. 
There are some days though that he can be very attentive and participate well in 
all areas. Vasilis is a very communicative child and has many friends. He also 
participates eagerly in classroom activities and want to have a leading role. He 
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has very strong computer skills which he has developed using the family 
computer at home. He does not face any difficulties with grammar or syntax and 
he can word process competently. Vasilis is also really good at Mathematics.” 
The observation protocols indicated on several occasions that he did not show 
compliance to classroom rules. The following table clarifies this further: 
Table 3.11: Observation data concerning Vasilis’ compliance to classroom rules 
1st lesson 
He speaks during lesson to his classmate even though the 
teacher has already told him to stop. 
2nd lesson 
He interrupts the teacher while he is explaining an exercise 
to say something that is not promptly linked to the lesson. 
6th lesson He stands up because he wants to sharpen his pencil. 
7th lesson 
His classmate is answering the teacher’s question 
concerning a mathematics problem and he interrupts him 
without raising his hand. 
Vasilis has indicated a couple of times that he found it difficult to function in an 
organized framework like the classroom. Here I could also note that during the 
interview I needed to ask him several times to stop interrupting other pupils while they 
were responding and stop wandering around the class. Although Vasilis had in general 
shown a strong tendency not to comply with rules, it seemed that his motive was not to 
annoy others. So we could hypothesize that this attitude is strongly connect to his 
learning difficulty, AD/HD, that prevents him from having a consistent attitude towards 
other people. 
In the same vein, in other observation protocols it was also observed that he was not 
complying with his teacher’s criticism, particularly when he was being scolded, data 
which are presented clearly in the table below. 
Table 3.12: Observational data concerning Vasilis reactions to the teacher’ s verbal 
reprimand 
1st lesson Teacher scolds him and he smiles. 
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3rd lesson 
Even though teacher has asked him to be quiet, he keeps 
on teasing his classmate. 
4th lesson 
Teacher looks at him strictly and Vasilis becomes quiet for 
a while. Five minutes later he starts talking again. 
5th lesson 
Teacher criticized him because he is abstract. Vasilis 
lowers his head, but he does not apologize. Few minutes 
later he is commenting ironically on being told off. 
7th lesson Teacher scolds him and he concentrates again. 
In most cases, Vasilis did not manage to understand the content of the teacher’s verbal 
reprimand and he reacted improperly. When the teacher commented negative on his 
behavior he became quiet again, but after a few minutes he continued his inappropriate 
behavior. 
During the interview he does not admit to have the type of attitude that I described in 
the observational data. 
R: How do you react when teacher scolds you? 
Vas.: I feel bad, I lower my head and I try not to repeat the same thing, that 
annoyed the teacher or my class mates. (Interview 2.3) 
Connected to the code Reaction to verbal reprimand, it was also obvious during 
classroom observations and in my field notes, that Vasilis was easily emotionally 
distracted during lessons. This distraction was observed when the teaching was 
interrupted due to several reasons, for example when a girl entered the classroom or 
the teacher stopped the lesson to say something irrelevant to the topic.  
In these cases Vasilis found it difficult to concentrate again. He needed at least ten 
minutes or so to focus and this affected his performance as on several occasions the 
teacher asked him a question right after he interrupted the lesson and Vasilis was not 
able to answer properly. 
Concerning not complying to the class rules, it is crucial to say that the majority of these 
behaviors were mainly connected to moments when he was hyperactive. This is the 
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main reason we could connect them to his AD/HD. Apparently, though, these moments 
affect his overall performance as his concentration waivered and it took him at least five 
to seven minutes to start paying attention again to the lesson.  
Really intriguing is also that under the code Trust in abilities and knowledge, Vasilis 
would often show lack of trust in his self. For example he continuously asked his 
teacher if he was doing well in the test, if he has adequately answered the teacher’s 
questions and so forth. The table below, refers to this code. 
Table 3.13: Observational data concerning Vasilis’ trust in abilities and knowledge 
1st lesson 
He asks teacher three times during the lesson: “Are 
there any mistakes in the exercise. I am not sure of my 
answers. I want help.” 
3rd lesson 
Children have been given a reading comprehension test. 
Teacher has already given clarifications, but Vasilis 
wants to be sure and asks again. “Explain to me again 
please.” 
4th lesson 
He gives his notebook to the teacher and asks; “Is it ok? 
I am not sure of my answers.” 
7th lesson 
He continuously asks the teacher  to repeat the words of 
dictation. 
Vasilis often indicated that he did not trust  himself concerning his abilities and 
knowledge. He was asking concretely for the teacher’s help and would on several 
occasions ask if he understood well what he had to do in each activity. This repeated 
behavior is a clear sign of lack of self confidence. 
In contradiction to the above mentioned behavior, when Vasilis completed the 
questionnaire concerning self- esteem, he mentioned that he is a good friend, he 
laughs a lot and he makes others feel comfortable. He admitted that his only demerit 
was that he does not like to share his things. He could have also justified his answers 
by noting that it was more difficult to discover his bad qualities because he has many 
good and strong qualities.  
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It is important to mention that Vasilis was one of the very few pupils that filled in so 
many merits in the column and one of the few that found more difficulties when filling in 
the demerits column. This might lead to two different conclusions. Either we could 
assume that Vasilis is really self confident according to his answers or we could say 
that he is unsuccessful in having a realistic image of his self-esteem, that prevents him 
from recognizing his weaknesses. Below Ι state another extract coming from his 
interview. 
Referring to the code Self-Esteem I also asked him:  
R: Are you a good, average or poor performing pupil? 
Vas.: I am a good pupil because of my good notes at tests and progress reports. 
(Interview 2.3) 
Furthermore, I asked in other section of the interview: 
R: Do you compare yourself with others? 
Vas.: No, I do not compare myself with classmates. (Interview 2.3) 
It would be enlightening to compare and contrast all the data coming from different 
sources which are referring to the same code; Self-esteem. Vasilis responses to the 
questionnaire and during the interview differ in terms of the observational data 
collected. Even though in the classroom he was one of the pupils who showed lack of 
self confidence and asked several times for the teacher’s help. On the contrary when 
he filled in the questionnaire and answered my questions during the interview he has 
shown to be self confident. 
His performance is also affected due to the aforementioned adoption of inappropriate 
behaviors within the classroom, which often resulted in being scolded by the teacher. 
Through these behaviors Vasilis becomes marginalized and creates for himself the 
image of “a bad and disobedient boy”, according to the teacher. As a result, every time 
he causes some disturbance in class, his classmates think that is something normal for 
him, as arising from the field notes and the discussion with the teacher. On the 
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contrary, Vasilis has formed another self-image, as he thinks that he rarely causes 
inconvenience or does not comply with classroom rules.  
As his behavior within the class followed a particular pattern, we could reach the 
conclusion that his controversial attitude is due to his inability to create a stable 
framework for his self-esteem. It is possible that his concrete asking for help during 
observation protocols was made on an unconscious level caused by lack of trust in his 
abilities and knowledge. On the contrary, when it was clearly stated a question 
regarding his self confidence he did not manage to answer them on a realistic base. 
To conclude with this Case study, it is important to mention that drawing on all his data, 
Vasilis has shown to be a pupil who did not comply with classroom rules, received 
criticism by the teacher but he did not alter his behavior. He has also been obviously 
emotionally distracted and has shown partial lack of self-esteem. Apparently these four 
factors affect his performance and his overall image within the classroom. 
 
3.1.6 Yiannis 
This Case study analysis  refers to Yiannis and will attempt to shed light on the codes 
Trust in Abilities and Knowledge, Self- esteem and Self-control and their possible affect 
on his attainment. 
Yiannis is 10 years old and he is an only child. Both his parents work and his mother is 
an English teacher at the same class Yiannis is attending. Yiannis has a close 
relationship with his grandparents and has great reliance on their opinion. As reported 
by his mother, his problems  started as early as preschool, because his teachers there 
reported that he found difficulties in completing tasks, following the classroom rules and 
concentrating for more than 5 to 7 minutes. His mother also noticed that he was 
hyperactive at home. Yiannis together with his parents has visited many specialists the 
last years in order to receive an accurate diagnosis. Only in the last year they managed 
to have an accurate and complete diagnosis. Yiannis has AD/HD (inattentive and 
impulsive type) combined with reading disorders. His teacher and mother described 
him as a happy and communicative child with many friends.  
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The teacher of the class also mentioned, during the interview, that: 
“Yiannis is often disorganized, he has a hard time paying attention to details and 
a tendency to make careless mistakes. His handwriting is often messy and 
careless. Moreover Yiannis has trouble staying on topic while talking and 
struggling with following social rules. Concerning his impulsivity, Yiannis is 
impatient and has a hard time waiting to talk or react. Lastly concerning 
Language subject his reading disorders are issued from his lack of fluency while 
reading and he also faces difficulties with reading comprehension.” 
His teacher reported  concerning his performance that Yiannis is a good performing 
pupil mostly in Mathematics. It was also quite clear during the observation protocols 
that Yiannis’ attainment was affected by his impulsivity, as he felt quite about his 
answers. This impulsivity makes him incapable of controlling himself. Some examples 
of this behavior are shown in table below: 
Table 3.14: Observational data concerning Yiannis’ trust in abilities and knowledge 
2nd lesson 
He is lifting both his hands to answer teacher’s questions 
and tries to catch his attention. 
5th lesson 
He says to teacher “Please, please, I know this…” 
6th lesson 
Teacher is explaining something to another pupil, Yiannis 
barges in and asks something irrelevant. 
7th lesson 
He wants to participate in an activity and starts yelling to the 
teacher “ I want to take part, choose me…” 
 
Yiannis often interrupted the teacher even before finishing a question in order to raise 
his hand and say “Please, please I know, choose me…”. In most  cases though he 
gave the wrong answers, not because he did know the right one but because he was in 
a hurry to be the first that would answer the questions. In these cases, the teacher 
disapproved of his behavior and impatience. Yiannis’ reaction was to initially lose his 
101 
 
interest in the lesson, but after a few minutes he concentrated again and he anticipated 
the right moment to participate in the classroom. 
Connected to this behavior which has just been described is Yiannis’ self-esteem. 
Yiannis adopted a specific way of catching other’s attention in class by over-
demonstrating his abilities or knowledge. He would often want to become the central 
point of interest during teaching, as  shown below. 
Table 3.15: Observational data concerning Yiannis’ self-esteem 
1st lesson 
He raises his hand before even teacher finishes the 
question. He is  disappointed when teacher does not choose 
him. 
2nd lesson 
While teacher is repeating again the words of dictation in 
order to give pupils more time to check them, Yiannis has 
already closed his notebook. Teacher asks “Why don’t you 
look at your notebook?”. He answers “I am sure everything is 
correct!” 
4th lesson He comments on an exercise “This is rather easy for me”. 
6th lesson 
He raises both his hands while at the same time he asks 
teacher to choose him to answer. 
Yiannis would often demand for the teacher to let him answer first the questions, 
comment that the exercises were too easy for him or  even deny to check his answers 
as he was quite sure of them. 
These findings are in accordance with his answers in the questionnaire. He admitted 
during our interview: 
R: Do you consider yourself a good, average or bad performing pupil? Could you 
explain it to me?  
 
Yian.: Ι am a high performing pupil, I am good at almost everything! 
R: Do you compare yourself with your classmates? 
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Yian.: I compare myself with others only when I have got a higher note than 
them. (Interview 2.3) 
During the questionnaire phase, he gave controversial answers concerning his good or 
bad qualities. He mentioned in the good qualities column that he is a good friend, a 
good pupil and that he is improving gradually, whereas in the bad qualities column he 
mentioned that he often feels uncertain and feared.  
Below there is the extract of his questionnaire:  
 
 
Figure 3.9 Yiannis’ questionnaire excerpt  
Some minutes before the end of the questionnaires, I approached Yiannis to ask him 
what he meant by the words “uncertain” and he answered: “Sometimes I would have 
liked to feel more self confident”. This statement has been quite intriguing as the 
findings of all other tools lead to the reverse conclusion and perhaps then his behaviour 
could be characterized as “impulsive” and not “confident”. We could here mention that 
as self-esteem reflects an overall subjective emotional evaluation of his or her own 
worth and also incorporates personal  beliefs (Hewitt, 2009), in case of Yiannis the way 
he chose to show his self confidence in front of his classmates and teacher was not the 
real evaluation that he revealed during his interview.  
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Trust in abilities and knowledge, self-esteem and self-control seemed to be the three 
crucial codes revealed through this Case study analysis. As mentioned before, Yiannis’ 
learning difficulty is partially responsible for his impulsivity in class. This impulsivity is, 
however, connected to his strong trust in abilities and knowledge, which of course 
come from his good skills especially at Mathematics. These two factors lead Yiannis to 
want to show these skills to his classmates and teacher by adopting a sometimes 
inappropriate behavior.  
This behaviour makes him lose his self control and leads the teacher to disapprove this 
behavior. As a consequence, Yiannis seems to build a strong self image to refute the 
teacher’s comments. His levels of self-esteem are however revealed to be unstable as 
arising from the questionnaire. The most important finding though is that Yiannis’ 
performance has not been affected by his misinterpreted self-esteem. He makes good 
progress in class and his will to participate in the classroom activity  grows rapidly 
during fieldwork. 
We could assume that perhaps Yiannis’ Case study is a negative one in terms of that 
his EI seems not to affect his Performance. To be more specific one of the key aspects 
of EI is self-esteem which plays a crucial role to pupil’s performance. It seems though 
that in the present Case study, even though the pupil over estimated  his abilities and 
knowledge, this does not lead him to a wrong response to the teacher’s questions. In 
other words the fact that the pupil’s self-esteem is not based on concrete evaluations, 
during classroom activities he is one of the best performing pupils in class.  One 
possible explanation for this lack of relationship between the two pylons of the study 
could be Yiannis’ learning difficulty, AD/HD if we would revise the controversial data 
coming from different sources. Then we could come up with the conclusion that 
Yiannis’ impulsivity, due to his AD/HD, enlarged upon the externalization of his self-
esteem and this could lead to misleading ideas concerning his self-image. 
Vassilis’ and Yiannis’ case studies have been exemplars of the pupils with ADHD 
regarding the severity of their LD and the richness of the “raw data” that allowed me to 
elicit the relations between EI and Pupil Performance. Referring to the other pupils with 
ADHD, Dimitris and George K., the analysis of the findings revealed that they faced 
difficulties in controlling themselves due to ADHD and that made them not comply with 
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classroom rules. This pattern has also been evidenced in Vassilis’ and Yiannis’ Case 
studies. Furthermore their impulsivity often caused an over demonstration of their 
abilities and knowledge while often revealing a misleading self-image. To conclude, we 
could support the idea that the findings of the two main Case studies (Vassilis’ and 
Yiannis’) have been in accordance with the analysis of the data of the other two pupils 
with ADHD. 
 
3.2 Cross Case Study Analysis 
This chapter has two sub-sections. The first one focuses on comparing and contrasting 
the findings arising from the codes used in Case study analysis within the five pupils 
presented above. The second one aims at analyzing these findings with the qualitative 
data (coded via NVivo) collected from the other pupils in the sample. 
 
 
3.2.1 Comparison between the 5 main Cases according to codes  
(Pupil Performance & EI) 
The five Case studies revealed that some of the codes had special interest and 
interacted through the analysis. Codes which are here further analysed from the theme 
EI are: Emotional Distraction, Self-confidence / Self-esteem, Reaction to verbal 
reprimand and Self-control, whereas from the theme Pupil Performance: Trust in 
abilities and knowledge, Intrinsic Motivation, Staying open to Success and Failure and 
School stress management. 
Emotional Distraction, used as the term which describes the inability of staying focused 
and emotionally stable during teaching, has been one of the most popular and most 
discussed codes in the Case study analysis. This claim is justified by the fact that 
Emotional Distraction is strongly related to many learning difficulties as Dyslexia and 
ADHD, as discussed in Chapter 1 (1.3). A great part of the sample was emotionally 
distracted during teaching and this inevitably affected their performance in terms of 
being able to answer the teacher’s questions, being competitive and participating 
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quickly in classroom activities (e.g. Stratos’ Case study). In this Case study Emotional 
Distraction has been also correlated to School stress Management, as the pupil could 
not keep up with the pace of the class activities and complained of being incapable of 
finishing an activity. For other pupils, emotional distraction was connected to finding 
difficulties to concentrate again in teaching (Vasilis, Anastasia) and this has caused 
significant delays in being able to follow the classroom activity. The result was to 
receive consistent help by the teacher in order to be able to concentrate and 
accomplish their tasks. 
An important link was found between the codes Self confidence/ Self-esteem and 
Intrinsic Motivation of Participation and Trust in abilities and knowledge. Pupils who had 
a realistic framework of their self-esteem and average trust in their abilities and 
knowledge were able to detect whether they knew something or they had put more 
effort in an activity (Stratos’ Case study). In other Case studies, pupils who had not a 
stable image of their self-esteem seemed to have a lack of trust in their abilities and 
knowledge (Vasilis’ Case study). Low self-esteem has also lead to poor trust in abilities 
and knowledge and reduced intrinsic motivation of participation (Andy’s and 
Anastasia’s Case study). It is though important to mention that the pupils who have 
shown trust in abilities and knowledge and strong self-esteem have been open to 
success and failure. This interaction between the aforementioned codes seemed to 
affect positively their attainment as they showed much improvement in terms of 
participating in class and answer properly the teacher’s question compared to their 
classmates. On the contrary, in cases that pupils have been overly self -confident, their 
performance seems also to be affected, as it has made them impulsive, asking for a 
leading role within class and receive verbal reprimand by the teacher. This negative 
image influenced also the teacher’s opinion about this particular pupil (Yiannis’ Case 
study). 
Last but not least, the code Reaction to Verbal reprimand has similarly links with pupil 
attainment. Verbal reprimand in most of the cases has been the result of not complying 
with classroom rules. It has been clear that in the cases that the pupils did not manage 
to understand the real meaning of the verbal reprimand, in most of the times this 
affected negatively their performance as they were not able to focus on the problematic 
behavior and improve it properly (Vasilis Case study). In other cases, like Anastasia’s 
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Case study, it has been assumed that the teacher’s verbal reprimand had a negative 
effect on her performance as the pupil felt marginalized and her intrinsic motivation for 
participating has been influenced negatively.  
 
3.2.2 Classroom data according to codes 
This section will present the whole classroom data according to the codes using 
qualitative data arising from the observation protocols, the questionnaire and the 
interviews. The table (p.103) described briefly the pupils who have been included in the 
sample but were not extensively presented as Case studies in the analysis. 
Emotional Perception  
One of the basic branches of EI is Perception of Emotions. All pupils during the 
observations have shown that they were recognizing emotions in oneself and others 
(their classmates’ and teacher’s) and in some cases have also expressed their 
empathy in cases that they were recognizing negative feelings. For example, in the 
observation protocols I noted that: “Angelos was trying to make his classmate feel 
better because the latter feels disappointed due to a low score that he has achieved in 
the Mathematics test”. Stratos indicated also similar reactions as it was evidenced in 
his Case study. Same findings arose also while analyzing interviews with the children. 
In all the sections related to Emotional Perception pupils have shown high levels of 
identifying emotion in one’s physical states, feelings and thoughts. 
However one of the pupils that have also presented in the Case study analysis 
(Anastasia) seemed not to follow this pattern. It is interesting however to note that 
although Anastasia  indicated a couple of times that she was able to identify emotions 
in self and others, she did not manage to fill out the first page of the given questionnaire 
concerning Emotional Perception. By the first time I asked her why she was not doing 
it, she answered that she could not understand what she should do. After I explained to 
her extensively the purpose of the activity and I also gave an example, she asked for 
some more time, but finally she drew the squares that she supposed to fill with face-
emotions. 
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This pattern of high emotional appraisal and perception level allowed students to be 
flexible during classroom activities by identifying if and how much they matched 
teacher’s expectations. Depending on how sufficient they thought they performed, they 
changed their attitudes to do better in activities or tests. 
 
Openness to Success and Failure 
As it  sometimes happens during teaching, there were moments during observations 
that pupils of the sample were doing well, so they received the teacher’s praise  and 
others that they experienced failure. Concerning the ability to stay open to Success 
and/or Failure pupils that have indicated reactions of acceptance to Success have 
shown a similar level of openness to Failure and vice versa.  
For example, when I asked Eleanna during the interview how she feels when she 
succeeds in accomplishing an activity, she answered that she would feel really happy 
and in order to show me her happiness she gave me an example by smiling and raising 
her hands. In the same vein when I asked George K. to express with his face and body 
his happiness and enthusiasm, he stood up and jumped in a happy mood.  
The same pupils indicated high levels of openness in cases of failure by trying to find 
out their weaknesses and mistakes in order to improve their performance and 
attainment. Other pupils on the contrary, like Annika, have shown lower levels of 
acceptance to both success and failure by expressing neither satisfaction nor 
disappointment in case that they were accomplishing or not an activity/test. These 
pupils have indicated that they were not feeling confident enough to express positive or 
negative feelings. Being open to Success and Failure helped pupils to be positive on 
identifying their strengths and weaknesses. On the contrary pupils who have not 
indicated high level of acceptance struggled with enhancing their performance. These 
findings are in accordance with the next thematic analysis; Self- esteem. 
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Self- esteem 
Self-esteem and self confidence that form one of the main ingredients of EI and 
furthermore penetrate the majority of other aspects of EI. Most of the pupils (e.g. 
Stratos, Eleanna, Angelos, Vasilis et al.) have indicated high levels of self-esteem 
during classroom observations; they participated during lessons, they supported their 
opinion and in the case they were mistaken, they systematically tried to reformulate 
their answers and understand their mistakes. Similar findings also arose from the 
interviews. All pupils responded that there were many courses or activities that they 
were good at. In most of the cases though their first and spontaneous answer was to 
mention some sports, abilities or achievements that were not correlated to school 
activities. On the other hand, when they were asked in the questionnaire to point out 
their qualities they faced difficulties. In other words the majority of pupils  seemed to be 
self-confident but at the same time they faced difficulties in speaking about their 
personality merits and not their physical ones and recognizing objectively their 
demerits. 
An extreme example was Annika who managed to fill only one merit in the list of 
advantages (“being a good friend”) and the category of defects were left blank. 
Moreover, in the stated questions below this table (“Which of the two columns was 
more difficult to be filled? Why do you think that happened”), she failed to write a 
response.  
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Figure 3.10: Annika’s questionnaire excerpt  
Also surprising was Eleanna’s answer to this part of the questionnaire, where she is not 
able to find demerits. 
 
Figure 3.11: Eleanna’s questionnaire excerpt  
Petros also did not respond to the same category with no justification.  Also surprising 
was Andy’s answers who found herself having more disadvantages than advantages 
also without being able to justify it. The other ten pupils detected more good qualities in 
contrary to bad. The majority of them have recognized in self that they are well 
behaved children, good friends and that they are trying to make other people having fun 
or feeling happy.  
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On the contrary, most of the drawbacks that they mentioned were related to self control 
and school. For instance, Angelos, George K. and Dimitris admitted not to control 
adequately their self in cases of anger. Other pupils like Andy, Stratos and George A. 
mentioned weaknesses concerning school demands (eg. “I am not a good pupil”, “I am 
not complying with classroom’s rules”). Perhaps it is worth mentioning that although  all 
students when asked during the interview how they assume that they were good 
children/good pupils, they answered that this is something that they understood by 
other people’s reactions, such as their teachers and parents. Also significant is their 
choice related to important people to them in order to say something positive. All 
students responded that important people to them were their mother, father, siblings 
and in some cases the teacher. 
To signpost this section, Self-esteem was one of the codes that varied depending on 
the pupils’ self image. In most cases pupils indicated high levels of self-esteem during 
the observations, which influenced in a positive way their performance.   
 
Trust in abilities and knowledge 
Concerning trust in abilities and knowledge, which is highly correlated to self 
confidence and self-esteem, findings vary between all  pupils in the sample. We might 
mention here the two extremes. On the one hand is Dimitris who have shown strong 
trust in abilities and knowledge and on the  other hand Andy. 
It is interesting here to note that among the pupils of the sample, Dimitris has indicated 
to have the strongest and most stable trust in self and abilities. He has also  shown 
indicated that he was able to identify his limits of knowledge and abilities. Contrariwise 
Andy proved to have low self-esteem (as it is evidenced in the Case study analysis, 
3.1.6) and this belief  has undoubtedly  influenced her behavior in the classroom, which 
was coded by observation protocols. She was speaking really low, she was not sure of 
her answers and even if she knew the answer to teacher’s questions she hesitated to 
raise her hand.  
The other pupils have reacted in the range of average; in case that they knew that they 
were good at something, they insisted responding or participating while in cases that 
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they were feeling inadequate they were avoiding to take part in classroom’s activities. 
The key point is though even if  pupils had difficulties in accomplishing an activity due 
to lack of confidence, by the time teacher was taking action and supporting them, they 
were trying again under new circumstances and in most of the cases they were 
succeeding in accomplishing an activity or test. For example Constantis during 
observation phase has solved in a wrong way a math exercise but after teacher’s 
intervention, he tried  again and  managed to solve it. 
As shown by the above analysis pupils who have shown trust in abilities and knowledge 
also performed better and faster than those who felt unsure about themselves. Notes of 
pupils who had high self-esteem, showed high levels of self confidence and did not 
hesitate to support their opinion within classroom were significantly higher to those that 
they were not enough self confident. This finding also worked in the opposite direction. 
The same pupils who were more self- confident compared to their classmates were 
also more competitive and ambitious. The result was that the more they achieved the 
more they tried. On the contrary pupils who were not managing to accomplish 
successfully classroom or home tasks, felt disappointed and by the time they were 
given the chance to improve their performance they hesitated to answer teacher’s 
questions or they said that they were not able to complete the tasks that teacher asked 
them to. This  reminds us of the to the famous vicious circle of success and failure; 
“success - higher self-esteem - greater effort - greater success” and on the contrary 
“failure - lower self-esteem - less effort - failure” (Pintrich and Schunk, 1996). 
 
Ability to distinguish hidden and/or dishonest Emotions 
A really unexpected finding arose from evaluating the ability to distinguish hidden 
and/or dishonest Emotions. Even though this ability is the last part and the highest level 
of the first branch of Mayer and Salovey (1997), which depicts one’s ability to 
discriminate between accurate and inaccurate, or honest vs. dishonest expressions of 
feeling, all students proved to have it. They succeeded in filling in two pages of the 
questionnaire, which included small drawings with dialogues that implied hidden 
feelings. All pupils also managed to share a personal experience in which they have 
hidden their feelings. This finding is considered as unexpected as this code belongs to 
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the third branch of Mayer and Salovey’s model and requires a complexity of emotional 
and thinking processes. However pupils who have shown lack of lower aspects of EI 
indicated to be able to distinguish hidden feelings and even share a personal event 
according to that. 
 
Compliance to classroom rules 
One last but also important point in the cross Case analysis were the findings arising 
from the code compliance to classroom rules. Pupils in total have shown that they had 
a positive attitude toward classroom rules. School has also indicated a strong belief, 
through teacher’s interviews, that unencumbered function of the classroom is based on 
rules. Vasilis and George K. have shown a high level of disobedience concerning 
classroom rules (eg. Vasilis: He interrupts his classmate while speaking)Even though 
the majority of students have not complied one or more times to classroom rules, when 
I asked if they do so, they refused it and answered that they always follow classroom 
rules, with the exception of Vasilis and Stratos. They indeed admitted during the 
interviews that it happened few times not to be able to focus on the rules, so they did 
not  manage to comply with them.  
This chapter has presented through thematic analysis five Case studies that featured 
the influence of EI on Pupil Performance. Each Case study shed light on different 
aspects of the pylons of the study and the main codes that traverse the findings’ 
analysis are the followings. Concerning EI the codes that indicated special interest 
were “Emotional Distraction”, “Emotional Perception” and “Self-Esteem”, whereas 
concerning Pupil Performance “Openness to Success and Failure”, “Intrinsic Motivation 
for Participation”, “Lack of compliance in classroom rules”, “School stress Management” 
and “Trust in abilities and knowledge”. Furthermore during the cross Case analysis in 
addition to aforementioned codes, the code “Ability to distinguish hidden and/or 
dishonest Emotions. This chapter paves the way for the next chapter where the most 
robust findings of the current analysis would be discussed. 
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CHAPTER 4 
DISCUSSION 
 
The current chapter draws on the research findings presented in Chapter 3 and 
attempts to highlight how this study reflects, differs from and extends current 
knowledge in the area of EI and Pupil Performance. It will review the analysis of the 
findings in a critical way, drawing on current literature in the field, in order to provide an 
interpretation of their meaning and outline their significance. It will also work towards 
proposing a tentative framework of concern regarding the integration of EI in school 
curricula.  
 
4.1 The relation between EI and Pupil Performance 
 
To begin with, we must restate that EI has been defined as the ability “to engage in 
sophisticated information processing about one’s own and others’ emotions and the 
ability to use this information as a guide to thinking and behavior.”(Mayer, Salovey, and 
Caruso, 2008, p.503). The Four branches of EI, Perception Appraisal and Expression 
of Emotion; Emotional Facilitation of Thinking, Understanding and Analyzing Emotions; 
Employing Emotional Knowledge; and Reflective Regulation of Emotions to Promote 
Emotional and Intellectual Growth, undoubtedly include a wide range of abilities. These 
abilities have been examined in correlation to Pupil Performance. More specifically I 
attempted to find those links that would allow me to discover if and how these two 
terms are connected, ultimately opening the way towards a potential framework of EI in 
the classroom. 
The findings of the research have shown that EI is linked to Pupil performance through 
specific links arising during data analysis. Specifically, links were found between the 
following elements/themes of the two pylons of the research;  
 Emotional Distraction is linked to Openness to Success and Failure and 
Intrinsic Motivation for Participation,   
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 Emotional Perception is linked to Lack of compliance in classroom rules and 
School stress Management,  
 Self-esteem is linked to Trust in abilities and knowledge,   
These relations are also clearly depicted in the following diagram (Figure 1), which 
presents the interactions between the aforementioned subcategories of the two pylons 
of the research. 
 
 
 
Figure 4.1: The Relation between EI and Pupil Performance 
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This section will explore and present initially the sub-themes analysed under the 
general theme ‘EI’, for example ‘Emotional Distraction’, ‘Emotional Perception’ and 
‘Self- Esteem’. It discusses how these subthemes relate to subthemes of Pupil 
Performance and in particular ‘Openness to Success and Failure’, ‘Intrinsic Motivation 
of Participation’, ‘Lack of Compliance to classroom rules’, ‘School stress Management’ 
and ‘Trust in abilities and knowledge’, in attempting to explore the links between the 
two pylons/key themes of the research (EI and Pupil Performance/achievement).  
 
4.1.1 Emotional distraction in relation to Intrinsic Motivation of Participation and 
Openness to Success and Failure 
 
In the previous Chapter, Emotional Distraction was shown to relate to Intrinsic 
Motivation for Participation and Openness to Success and Failure. More specifically, 
Emotional Distraction seemed to be linked with Intrinsic Motivation, as it discouraged 
pupils’ efforts to improve their performance and created difficulties as they attempted to 
keep up with the class activities (Stratos’ Case study, p.72). Important is here to 
mention that this relationship has been shown only in one Case study but the analysis 
of this Case study was that constructed that it has been chosen for presentation in the 
current sub-section. Thus literature agrees that students who participate in class are 
more successful in school compared to their peers that do not (Turner and Patrick, 
2004). In other Case studies (Vasilis’ Case study, p.96), Emotional Distraction also 
seemed to affect Pupil Performance as it was related to lack of focusing on the 
teaching process and loss of valuable time which has influenced  pupils’ motivation to 
participate eagerly in class. It seems important here to mention that pupils with 
difficulties often appear to need extrinsic rewards (Witzel and Mercer, 2003). The 
relationship between emotional distraction and intrinsic motivation has been based on 
the effect of disruption on pupil’s eagerness to participate in classroom activities. This 
situation undoubtedly effected their performance as they were not cooperative either 
with their classmates or the teacher and furthermore they were not capable of featuring 
their knowledge and abilities. 
 
Continuing with this sub-theme, Emotional Distraction  was also found to relate to the 
ability of Staying open to Success and Failure. As presented in the Methodology 
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Chapter (Chapter 2), Openness to Success and Failure involved the appropriate 
reaction in Cases that the pupil was rewarded or received verbal reprimand. A critical 
analysis of the data could reveal the potential relation between Emotional Distraction 
and Openness ability. 
 
More specifically, Emotional Distraction is shown to be related to the sub-theme 
Openness to Success and Failure, in terms of the fact that pupils who have been 
distracted (mostly due to their learning difficulties, as happened in Stratos’ and Vasilis’ 
Case studies), but at the same time have shown higher levels of Openness to Success 
and Failure, have performed better compared to their classmates who have not had 
similar ability. The ability of Openness allowed pupils to perform better as they were 
finding out  their weaknesses through the teacher’s comments and improving 
themselves. This pattern was evidenced for example in Andy’s Case study (p.89). In 
other words, pupils who were found to be open to success and failure evaluated more 
precisely the teacher’s attitude towards them and altered their behaviour so that they 
could perform better.  
 
Mayer and Salovey (1997) defined Emotional Openness by pointing out the reflective 
nature of this term. Pupils who have shown to accept Success and Failure found to be 
more eager to repeat positive behaviours and on the contrary they tried to lessen those 
behaviours that were caused negative criticism. Negative behaviours were mostly 
associated with Emotional Distraction, a fact that undoubtedly reflected negative pupil 
performance. As a result, it seems that these two sub-themes counterbalanced the 
adoption of appropriate or in appropriate behaviors during teaching. Pupils who were 
distracted but at the same time open to positive or negative comments, improved 
themselves and repeated behaviours that were widely accepted.  
 
This incorporation of positive behaviours improved teacher’s and classmates’ attitude 
towards them. Additionally in some cases they were able to control to some extent their 
Emotional Distraction. This finding is in accordance with former studies (Barron and 
Harackiewicz, 2001; Elliot and McGregor, 2001) who assumed that pupils who are 
focused on the extrinsic consequences of their behaviours could show gradual 
improvement of their performance. It is assumed that these two sub-themes are 
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interacting in both sides and could be further related to pupils’ social skills, as research 
says that low level of EI is accompanied by increasing impulse and weak social skills; 
which may indicate various forms of anti-social behavior (Petrides, Frederickson and 
Furnham, 2004).   
 
To conclude this sub-section with, pupils who were emotionally distracted during 
teaching have shown to be on the one hand less eager to participate in class and on 
the other hand faced difficulties to balance out their ability to keep a positive attitude 
towards either praise or negative criticism. It is assumed then that the relationship 
between Emotional Distraction, Intrinsic Motivation of Participation and Staying Open to 
Success and Failure is a dynamic and developing relationship that influences pupil’s 
performance in a wide range of behaviours within class and has also a potential 
influence on their social behaviour. 
 
 
4.1.2 Emotional Perception and Appraisal (EPA) in relation to Lack of Compliance 
to classroom rules and School Stress Management 
 
As a coding category, Emotional Perception and Appraisal (EPA) represents one of the 
key components of EI (Mayer & Salovey, 2004). In the current study, as evidenced in 
Case studies 3.1.2, 3.2.2 & 3.2.3 and in the cross-Case analysis (p. 106), EPA seemed 
to connect with Lack of Compliance to classroom rules and School Stress 
Management. The pupils’ ability of perceiving emotions and valuing them was 
evidenced during classroom observations, and during the completion of the 
questionnaire. Given that the range of data reflecting Emotional Perception and 
Appraisal is quite wide as is the diversity of the Case studies, I will attempt to critically 
elicit these relations between the sub-themes. 
 
Pupils who, during data collection, were shown to face difficulties in linking their 
emotions to different circumstances, also revealed problems with interacting with their 
peers in the classroom environment. This difficulty seemed at times to make them feel 
marginalized and seemed to connect with failing to manage their stress, as evidenced 
in Stratos’ Case study (p.77). Similar findings arising from other Case studies 
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(Anastasia) have shown difficulties in recognizing emotions in self and others, including 
not only verbal impulses, but also facial expressions and body language (p.85). This 
inability seemed to influence the particular pupils’ relationships with their classmates 
and the teacher and caused anxiety bouts.  
As mentioned in Chapter 1, anxiety and stress affects pupils with or without learning 
difficulties, but it seems to be an even greater problem for students with learning 
difficulties (Bensoussan, 2012; Grills-Taquechel et al., 2012; Swanson and Howell, 
1996). Therefore, we could support the idea that pupils with low emotional perception 
abilities felt more confused during teaching about their feelings and therefore  adopted 
ineffective strategies to cope with school stress. Petrides et al. (2004) believe that 
different types of anxiety and stress as well as emotional difficulties like low emotional 
perception could influence in a negative way academic advancement. With regards to 
the particular sample of pupils, it could be assumed that EPA plays a significant role in 
pupils with learning difficulties and it is related to School Stress Management in terms 
of the fact that they experience difficulties with their relations to their peers and 
furthermore are overwhelmed by stress that they are not capable of coping with.   
The findings of this study concerning the relation between EPA and School stress 
Management coincides with findings from other studies (Lazarus, 2006; Ciarrochi et al., 
2002) that also related to the difficulty or inability of identifying emotions to stress and 
anxiety. More specifically, they found a potential link between this difficulty and being 
unable to effectively resolve problems that cause anxiety. Another interesting study has 
shown that a positive relationship between EI and ‘emotional management’ can protect 
individuals against psychological pressure and reduce psychological vulnerability to 
pressures (Mohammadi and Gharayee, 2007). Combining the results of these studies 
with the findings of the present study, it seems that pupils who seemed to be less 
emotionally perceptive may be more vulnerable to the adverse effects of school stress.  
 
Emotional Perception and Appraisal was also shown to be correlated to the sub-theme 
of Lack of Compliance with classroom rules. Pupils’ difficulty with discipline has played 
a significant role in the analysis, which was also potentially linked to teacher’s verbal 
reprimand. Research in EI shows that pupils who face severe difficulties in regulating 
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their emotions have fewer possibilities to display antisocial behaviour compared to 
other pupils (Eisenberg et al., 2006; Hoffman, 2000). This antisocial behavior within the 
classroom environment is likely to be expressed through repetitive lack of compliance 
to rules, as it has already been shown in the Cross Case study analysis chapter 
(p.112). 
It was also assumed though that the difficulty to cope with the teacher’s criticism was 
partially linked (with the exception of the pupil with AD/HD) to Emotional Perception and 
Appraisal ability, in terms of evaluating properly the negative comments the pupils 
received and showing improvement. Pupils, as evidenced in Vasilis’ (p.95) and 
Anastasia’s Case study (p.82), who often received negative criticism by the teacher 
faced more difficulties, compared to their classmates to comply to classroom rules and 
such difficulties were mainly expressed by adopting inappropriate behaviors and 
interrupting teaching. 
 
Lack of compliance to classroom rules, being a part of Pupil Discipline, has already 
been linked in former studies to EI and in particular to Socio-Emotional Learning 
programs and supportive teachers (Osher et al., 2008). In the same vein, prior research 
also supports the importance of compassionate relations between teachers and pupils 
(Hamre et al., 2006; Hawkins et al., 1998; Osterman, 2000), as the teacher’s positive 
comments concerning pupil’s performance shows to have a positive impact on a pupil’s 
intention to comply with school rules. 
 
As a result, by drawing on prior literature in the field and critically examining  the 
findings from the present study, we could elicit the conclusion that the relation between 
EPA and School stress Management/Compliance to rules is influenced by the level of 
EPA each pupil indicates, the adoption of effective stress managing strategies and the 
relationship between the pupil and the teacher. This last claim arises from the analysis 
of Anastasias’ and Vasilis’ Case study, which revealed that the unsupportive attitude of 
the teacher fostered the adoption of ineffective strategies by pupils when coping with 
school stress. 
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4.1.3 Self – esteem / Self confidence in relation to Trust in abilities and 
knowledge 
As shown in Figure 4.1, the sub-theme of ‘Self- Esteem’ was shown to relate to the 
sub-theme of Pupil Performance/Trust in abilities and knowledge. Indeed, Self-Esteem 
and Self-confidence were evidenced as subthemes in the majority of the Case studies, 
as was presented thoroughly in the cross Case analysis (see for example Stratos’, 
Vasilis’, Anastasia and Yiannis’ Case studies and Cross-Case analysis, p.108).  
 
Self-esteem is a crucial construct that is consistently connected to school life and more 
specifically school performance and motivation (Chu and Choi, 2005; Marsh et. al., 
2005; Valentine et al., 2005). Drawing on prior literature, much research has validated 
so far the assumption that the higher level of self-esteem a pupil has built, the higher 
achieving he or she becomes (Marsh, Byrne and Yeung, 1999). Moreover, a positive 
self-concept is a beneficial factor in the way of children’s personal development 
(Branden, 1994). In the same vein, the Case studies revealed different levels of Self- 
esteem, which  influenced in various  ways pupils’ trust in their abilities and knowledge 
and ultimately their attainment. As evidenced from the Case studies, pupils who had 
developed a strong concept of self-esteem tended to trust their knowledge and that 
belief made them eager to participate. As a result their performance improved as did 
their intrinsic motivation for participation. Here we could support the idea that a 
potential relationship between Self-esteem, Trust in abilities and knowledge and 
Intrinsic Motivation arises (see also Case study Anastasia, p.81). 
 
Furthermore, it was elicited from the data analysis that pupils who have presented a 
realistic framework of self-esteem through questionnaires where they pointed out the 
good and the weak points concerning their attainment, seemed to improve their 
performance by focusing on the areas they faced more difficulties in as well as 
strengthening the trust in the areas of knowledge they felt more capable in (Stratos’ 
Case study, p.76). Gage and Berliner (1992) noted that research on the relationship 
between self-esteem/self-concept and school achievement  could be an important 
factor for school success and in particular in school subjects like Language, 
Mathematics and Science. 
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On the contrary, pupils who have indicated low levels of Self-esteem during the 
observations and the completion of the questionnaire, were more likely not to trust their 
abilities and tended to avoid exercises and complain systematically when new tasks 
were set. This behavior seemed to influence negatively both their performance and the 
teacher’s stance towards them, which led to negative criticism in some Cases (e.g. 
Anastasia’s Case study). In the literature it is noted that positive self-esteem has also 
quite a positive impact on teachers’ attitudes (Helm, 2007). Other studies shed light on 
the influence of the relationship between teacher and pupils by revealing that it is 
associated to positive effects on academic self-concept (Garcia-Reid et al., 2005). 
 
An intriguing point made through the Cases presented in Chapter 3 is that some pupils 
seemed to demonstrate high self confidence during teaching and observations, yet 
when completing the questionnaire and attending the personal interview they 
approached their self-esteem in an entirely different way. It is assumed that these 
pupils have constructed two frameworks of self- esteem: one for their social life and 
another for their personal frame of reference. Previous studies have shown that young 
students tend to be incapable of accurately expressing their self-esteem and describing 
their abilities (Schunk and Pajares, 2002). Although in class they have indicated high 
levels of participation, answering eagerly their teacher’s question and showing self-
confidence in their answers, at the same time they admitted during interviews that they 
often feel uncertain, fearful and stressed. It is obvious that these pupils have presented 
a misleading self image to their teacher and classmates. This assumption though 
should be also examined under the prism of learning difficulties and more specifically 
AD/HD, which often leads pupils to react inappropriately and impulsively. This could be 
a topic for future research exploration. 
 
To conclude this section, self-esteem seems to relate to pupil performance in terms of 
the fact that pupils with higher self confidence seemed to perform better in class and 
those with lower levels faced more difficulties in trusting their abilities and knowledge. A 
factor which undoubtedly influenced the results of this study is pupils’ learning 
difficulties as their performance was often influenced by their difficulties in key subjects. 
There is evidence that suggests that students with learning difficulties tend to develop 
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low self-esteem (Lyons,  2012). Studies also reveal that pupils with LD have lower self-
esteem compared to pupils without LD (Moller et al., 2009). 
 
Summary 
This first part of the discussion has attempted to reveal and critically analyze the 
relationships of particular sub-themes of EI and Pupil Performance. To answer the first 
research question ‘If and how EI affects Pupil Performance, the findings of the study, as 
discussed in the current chapter, would seem to indicate that EI does seem to influence 
Pupil Performance in pupils with learning difficulties. Drawing together the findings and 
the aforementioned discussion of these, it may be useful to proceed to discussing the 
concept of the emotional intelligent pupil..Emotionally intelligent pupils, as evidenced in 
the present study, seem to be able to manage one’s emotions, assess one’s and 
other’s emotions, stay open to praise and criticism and be able to create a realistic 
framework of self-esteem. These pupils achieved more in class compared to the pupils 
of the sample who indicated lower Emotional Perception, were not influenced by 
teacher’s comments either positive or negative and did not have a strong belief in 
themselves. Better performance has been expressed as effective managing of 
emotions, showing trust in abilities and knowledge, complying to classroom rules and 
showing eagerness to participate in classroom activities. The result aligns with the 
findings of Edun and Akanji (2008) whose study showed that self-esteem and 
intelligence could be an important predictor of performance in junior secondary school. 
 
Figure 4.2: Pupils filling out the questionnaires 
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Although the current study is based on a small sample of pupils in a single context of a 
Greek primary school, it raises some important questions regarding the integration of EI 
as an organizing concept in the school curricula and in teachers’ practice.  
 
4.2 Towards a framework of concern 
The ultimate aim of the present study is to propose a framework of concern regarding 
the way the concept of EI may be integrated within Greek schools. Being a teacher 
myself I understand the difficulties an educator faces when it comes to meeting the 
diverse needs of the pupils. This model attempts to shed light on the integration of EI 
construct within daily teaching in order to improve pupil’s attainment. It is based on 
Social and Emotional Learning theories which propose that teachers, counseling and 
educational psychologists could encourage the development of appropriate counseling 
intervention programs and enabling environments. 
  
Social and Emotional Learning (SEL) as it is presented in Chapter 1, is the process 
through which children and adults gain the knowledge, attitudes, and skills connected 
to social and emotional aspects. The main categories of SEL programs are: Self-
Awareness, Social Awareness, Relationship Skills and Responsible Decision-making 
(Collaborative for Academic, Social, and Emotional Learning, 2003). These principles 
are the basis of SEL programs which foster pupils improvement in personal life and 
academic level. Thus these programs are quite promising to promoting positive 
adjustment and enhancing performance (Diesktra, 2008; Greenberg et al., 2003; 
Weissberg, Kumpfer, and Seligsman, 2003; Zins et al, 2004). 
 
Based on these principles and on the findings of the current study it is attempted here 
to build a potential school integrating framework concerning specific components of EI 
that also reflect Pupil Performance. The present study has focused on pupils with 
specific learning difficulties and thus guidelines will mostly aim at suggesting to 
teachers a framework of concern for this population. Thus it involves special teaching 
strategies under the following headings: EI in Language and Mathematics, Classroom 
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Management, Pupils’ Relationships and Pupil’s Assessment. Below I will attempt to 
shed light on these components and propose specific techniques that could be part of a 
crucial change in current curricula. 
 
4.2.1 EI in Language and Mathematics 
One of the most challenging aspects of EI is to be integrated within school curricula and 
more specifically within the teaching of specific school subjects. The present subsection 
will focus on effective SEL techniques that could be incorporated in Language and 
Mathematics subjects. Regarding Language, subject teaching processes involve the 
development of reading comprehension skills, practice on grammar and syntax, 
improvement of vocabulary and written expression. Findings of a recent study have 
indicated that there was a significant relationship between pupil’s EI and their language 
achievement (Abdolrezapour and Takavoli, 2012). Teaching Language subject to pupils 
with learning difficulties could be a demanding and stressful job for teachers. Drawing 
on the theoretical discussion of section 4.1, it could be suggested that the teacher could 
foster pupil’s emotional perception and appraisal through texts that examine emotional 
reactions of the protagonists under specific circumstances. A good example of that 
technique could be the second activity of the questionnaire (p.2-3). In that way, pupils 
could improve their performance and be able to manage the stress caused by 
difficulties in the particular subject. 
Concerning Mathematics, findings from another study have shown that EI facets, like 
Adaptability and Intrapersonal abilities, could influence Problem-solving behaviour, 
study habits, Information processing and Mathematics anxiety (Pajares, 2005). Pupils 
who have specific learning difficulties like dyscalculia face often severe difficulties in the 
above mentioned areas. Teachers could promote the use of Emotion to facilitate 
thinking (second branch of Mayer’s and Salovey model) so as to help their pupils to 
employ emotional thought and respond to cognitive challenges like a mathematical 
problem. Even if this seems like a theoretical technique, in the Case that teachers are 
able to incorporate it in their the daily teaching routine, pupils would gradually be able 
to adopt appropriate strategies in order to respond to cognitive challenges and 
decrease mathematics anxiety. 
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4.2.2 Classroom Management 
Nowadays, teacher training focuses on inclusive education as it has been made clear 
during the last decade that pupils have different needs, strengths and weaknesses. 
Effective classroom management includes a wide range of aspects that should be paid 
attention to, such as encouraging pupils to respect the rules of the classroom, dealing 
with  behavioural  problems, fostering intrinsic motivation, dealing with antagonism 
between pupils and many more. The challenges arising when trying to manage a class 
are numerous. This short review would focus on Emotional Management of the 
classroom regarding improvement of performance. 
Thus the majority of teachers attempt to implement differentiate teaching. Inclusion 
though refers not only to classroom management but to Emotional Management as 
well. This incorporation of EI regarding differentiated instruction aspires to train 
teachers to be flexible during teaching process in order to train their pupils to be open 
to feelings of oneself and others. This technique could be beneficial for pupils who often 
experience failure due to their learning difficulties. As it was shown in 4.1 Chapter, 
Emotional Openness could also affect positively to pupil’s Distraction. Encouraging 
pupils to express their thoughts and emotions could reinforce their eagerness to stay 
focused during teaching and thus improve their performance. To begin with some 
useful techniques could be to ask pupils every morning to come together and feel as 
community members by greeting each other and sharing their news. The aim is to 
create an active and engaging learning framework for pupils. 
Additionally the teacher should use positive words and tone to promote this sense of 
community and self-discipline of the pupils. Findings of the present study have shown 
that compliance to rules is connected to Emotional perception and appraisal. This claim 
is related to lack of empathy and weak social skills of pupils with learning difficulties. As 
a result they often misinterpret the teacher’s intention to support them through useful 
feedback (Goleman, 2000) and in that way their Intrinsic Motivation for participation 
weakens. Encouraging them to express their feelings by creating a supportive 
environment could have positive effects on a wide range of skills. 
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4.2.3 Pupils’ Relationships 
The school classroom is a lively community in which personal relationships play a 
crucial role. This sub-theme of the current framework concerns Relationship and 
Interpersonal skills and more specifically relates EI to Emotional Perception.  
A sizable proportion of pupils with learning difficulties reveals low levels of Emotional 
Perception, often facing difficulties in developing positive social relationships with their 
peers. This interaction is described by the term Social Perception (Semrud-Clikeman 
and Hynd, 1991). Problematic interactions could lead to lack of ability in accurately 
reading social messages. In the same vein, teachers often report that pupils with LD 
tend to be less cooperative and communicative. 
 Although meta-analysis has found limited positive effect of intervention on social 
behaviour (Kavale et al., 1997), an effective strategy could be to reinforce team 
collaborating teaching so as to promote friendships and collegiality. Using role-playing 
and encouraging active listening make pupils feel part of a team, improves their social 
skills, their team spirit, their cooperation capacities and ultimately, their empathy. 
Furthermore, due to these techniques pupils accept others’ differences and appreciate 
what each person could add to the group as a  whole. 
Moreover, they could improve their emotional perception and are more likely to adopt 
and reproduce these behaviours in other settings. It would seem that this strategy 
assists pupils to improve their relationships not only at school but also in their out-of-
school social life. Furthermore, when the teacher establishes a positive, social and 
enabling environment within class he fosters pupils who have difficulties to ask 
assistance from their classmates and not feel marginalized. Thus the good results are 
twofold:  pupils with LD improve their performance and pupils without LD improve their 
empathy skills. Both groups though promote their collaborating skills and social 
behaviours. 
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4.2.4 Pupil’s Assessment 
Assessment plays an important role in classroom and diversity of tools and techniques 
used in the Case of pupils with LD could be one way forward. As pupils with learning 
difficulties often perform worse to their classmates, teachers might employ assessment 
strategies that would help them manage their school stress and increase their trust in 
their abilities and knowledge while also boosting their self-esteem. Instead of progress 
tests and notes, teachers could adopt other effective assessing strategies aiming at 
helping their pupils gain knowledge of their strengths and weaknesses.  
Some indicative strategies could be: Brainstorming, Concept Maps, Decision Making, 
Quick Thinking and Reflection (Canas et al., 2003; Frangenheim, 2005; Jesson, 2012). 
For example, the basic components of Brainstorming is to pose an open-ended 
question to pupils in order to share their ideas, challenge themselves, correct any 
misconceptions and summarize the key points. In this way, critical thinking is promoted 
and pupils develop their imagination. Concept maps could be an extremely useful tool 
especially for children with LD who face difficulties in generalization and 
conceptualization. This strategy asks pupils to visualize patterns of and creatively 
explore the discussed topic. It is also a strategy that fosters cross-curricular instruction 
and provides feedback to the teacher concerning pupil’s understanding. Education 
towards emotional programs becomes more powerful when it is reinforced across all of 
the contexts where children spend their time (CASEL, 2013). 
Decision Making requires collaborative teaching, which has been introduced in the 
previous section and provides pupils with a problem that they have to work on by taking 
up different roles. This strategy enables the teacher to keep the whole class active and  
promotes the integration of ideas while pupils are asked to respond to cognitive 
challenges. 
A technique that is gaining popularity in teaching the last years is Quick Thinking. It is 
about a short term procedure that lasts only 5-10 minutes. During this short time pupils 
could be asked to correct a statement, complete a reasoning or paraphrase given 
material. This technique aims at helping pupils especially with LD to manage time,  
remain attentive and control their anxiety. 
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Last but not least, an important point for any educator is grading the pupils of his class. 
Although Greek curricula at the moment is not flexible  concerning the grading system, 
this model proposes that instead of notes, teachers of primary school could choose 
descriptive assessment. This term is about using an analytical description of pupils’ 
strengths and weaknesses regarding each subject.  
An example could be : 
Table 4.1: Proposal of descriptive assessment 
Subject Traditional grading Proposed assessment 
Language B 
You are really good at 
dictation and spelling. 
You should try harder 
though concerning 
reading comprehension. 
I would also appreciate 
it if you were 
participating more 
during collaborating 
teaching and were 
eager to cooperate with 
your classmates.  
Go on and try harder! 
 
In that way pupils could use the valuable feedback to identify their weaknesses. At the 
same time competitiveness would not be promoted in a negative way through 
comparison of grades. It could be that such a differentiation in the grading system 
would change how pupils perform in a drastic way. 
Αn attempt to visualize this framework is presented below: 
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Figure 4.3: Conceptualising a framework of concern 
The current study could lead to such a tentative framework of concern that would best 
be improved by further research in the area. The extension of current knowledge in the 
field of EI and Pupil Performance could bring crucial changes in education and reform 
the way teachers instruct pupils with or without learning difficulties. There is still much 
to learn about how best to implement and support school-wide Emotional Programmes 
but the current study clearly demonstrates its value in promoting the social, emotional, 
and academic development of school children. 
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CONCLUSION 
 
 
The closing section of this thesis presents the main conclusions of the current study 
and its limitations followed by implications and recommendations for further research. 
Improving the quality of education has been at the heart of education research 
throughout the world. In this paper we presented evidence showing that investigating 
the relationship of EI and Pupil Performance could provide a new framework in primary 
education. Specifically, in the present study it has been examined the impact of EI on 
Pupil Performance as evidenced in one classroom of primary school children with 
learning difficulties and found that EI can have a positive effect on pupils’ performance 
referring to Language and Mathematics subjects. 
More specifically, we found that Emotional Distraction is linked to Openness to Success 
and Failure and Intrinsic Motivation for Participation and additionally Emotional 
Perception relates to Lack of compliance in classroom rules and School Stress 
Management. We also found that Trust in abilities and knowledge is positively affected 
by Self-esteem.  
These positive effects on pupil performance provides some empirical evidence on 
some of the ways by which increasing EI of pupils with learning difficulties could affect 
positively their performance and overall their behavioral skills in school (Bracket, 
Rivers, and Salovey, 2011) und ultimately in life. Increasing pupils’ EI in relation to their 
performance is a complicated and continuous procedure which could be fostered by the 
integration of a framework of concern that incorporates the aspects of EI and Pupil 
Performance. It is important, however,  to mention that pupil performance is also 
influenced by various other factors like communication, learning facilities, proper 
guidance and family stress (Robert and Sampson, 2011; Noble, 2006), which should be 
taken under consideration in any intervention or pilot program that is implemented 
within the classroom environment. 
The evidence of this study therefore implies that expanding such a framework of EI 
within Greek schools could be an effective strategy to improve performance in pupils 
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with learning difficulties in order to increase pupils’ performance. In the same vein, 
special attention should also be drawn to teachers’ training regarding behavioural 
management in the classroom. In order to achieve a holistic view of the aforementioned 
framework, there should be more studies aiming at investigating teacher’s attitudes and 
deficits in their training in order to be more effective during teaching. Current studies 
have shown that teachers tended to concentrate more on individual student behavior 
when describing behavior management strategies than on group or schoolwide 
behavior (Tillery et al., 2010). 
 
Below there is an attempt to focus on the basic limitations of the current study as well 
as to propose some implications for further research. 
 
Limitations of the study 
The current study has several limitations that are here discussed. Firstly, the findings 
and their discussion have been based on a limited sample of 13 primary pupils with 
learning difficulties in Greece, a fact that could restrict the generalization of the findings.  
 
In addition, because of the small number of participants, it was not possible for the 
current study to investigate gender differences between EI and Pupil Performance, 
which could have potentially masked some of the findings. To be more specific, 
Brackett et al. (2004) found that EI predicted social deviance only for males. Bigger 
scale studies that could be conducted in the field of EI and Pupil Performance would 
highlight such differences. With regards to the sampling we could also point out that 
pupils had a medium to high socioeconomic status and therefore pupils in more 
disadvantaged contexts may not be represented as much with regards to the findings 
(see Tiwari and Srivastava, 2004). The small sample, however, was justified through 
the focus of the research, its in-depth qualitative methodology, naturalistic design and 
therefore, specific focus on contextual elements impacting on the pupils (teaching, pupil 
relations and overall classroom context). 
Going further, another limitation of the study could be the absence of a control group. 
Yet, the study was designed in such a way as to focus on a particular sample (pupils 
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with LD) for a longer period of time (8 weeks). Time restrictions regarding 
school/classroom access and ethical issues regarding not pinpointing specific students 
(with LD) as the focus of the research, seemed to lead the way towards focusing on 
one classroom/cohort of pupils, rather than aiming towards a comparison between 
groups. Another limitation could arise from the use of the particular research tools. To 
be more specific, the wealth of information collected through the observation protocols 
and their design as a result, did not allow me to observe a large sample. In addition 
there was always the disadvantage that some content of interest would be missed. To 
partially counteract this, I employed the ABC table which has been analysed in Chapter 
2 that provided me with more structured data. 
Concerning the questionnaires, they needed to be kept short to help pupils recall 
important information. Due to that, I attempted to design the questionnaires in a concise 
way and represent a wide range of the elements of the two pylons of the study. Last but 
not least, with regards to the interviews,  pupil’s answers may have been in accordance 
with what is socially desirable or may have included a large amount of unnecessary 
information due to open-ended items. Indeed this happened in some Cases and the 
researcher  attempted to elicit the data that referred to EI and Pupil Performance 
through focused analysis. 
 
Implications for Future Research 
The information on the incorporation of EI in primary education aiming at improving 
pupil performance in pupils with LD is limited, yet it could have a beneficial role for 
fostering success in school. Thus more studies need to be conducted before the 
implementation of such frameworks will be considered as evidence based practice. 
A possible implication concerning future research could be to replicate the findings with 
a larger and more heterogeneous sample of pupils. This study also raised a number of 
interesting questions for future research: Why only specific components of EI seemed 
to affect Pupil Performance? Does teachers’ EI affect pupils’ EI in terms of school 
success? What is the impact of EI on standardized tests in various school subjects? A 
pilot intervention for an EI program could be integrated in a specific number of schools 
and investigate the in vivo impact on pupils’ achievement and behaviour. Further, could 
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EI skills be taught via an intervention program? In answering such challenging 
questions, we could be on the threshold for a crucial change in school curricula that 
would be equally beneficial for pupils with learning difficulties and the general 
population. 
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APPENDICES 
 
APPENDIX 1- RESEARCH TOOLS 
1.1 Observation Protocol 
 
Table of emotional management-Observation Protocol 
Class:     
Researcher: 
Date:  
Hour:  
Subject – Activity:  
    
Pupils Pupil 1 Pupil 2 Pupil 3 Pupil 4 
 
Does the pupil recognize feelings 
in oneself and others? 
 
    
Does the pupil cooperate with his 
classmates during collaborating 
teaching activity? 
 
    
Does the pupil tend to react 
inappropriately to situations and 
impulses? 
 
    
Does the pupil participate 
spontaneously during the lesson 
(intrinsic motivation)? 
 
    
Does the pupil seem to recognize 
his capacities and his 
knowledge? 
 
    
Does the pupil feel insecure 
about oneself and capacities? 
 
    
Is the pupil over confident about 
oneself and abilities? 
 
    
Does the pupil indicate to be 
open to success? 
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Is the pupil happy about the 
success? 
    
Does the pupil bale out trying in 
case that he/she does not make 
it?  
    
Does the pupil indicate to be 
open to failure? 
    
Does the pupil tend to promote a 
positive self-image? 
 
    
Does the pupil react to verbal 
reprimand? 
 
    
Does the pupil be able to control 
his/ her anger? 
    
Does the pupil fail in expressing 
his anger, either physically or 
verbally, even if the impulse 
would normally cause that 
feeling? 
 
    
Does the pupil feel extremely 
scared? 
 
 
    
Does the pupil have constant 
fears? 
    
Does the pupil seem to be 
passive, weak or upset? 
    
Does the pupil have frequent or 
even extreme mood changes? 
    
Does the pupil have unprovoked 
breakouts of crying, laughing or 
anger that he/ she is unable to 
control?  
    
Does the pupil often yell?     
Does the pupil tend to be 
emotional distracted when it 
happens the teaching to be 
disrupted? 
    
Does the pupil seem to be able to 
control oneself? 
 
    
165 
 
Does the pupil comply to 
classroom rules? 
    
Other comments– Field notes 
…………………………………….. 
…………………………………….. 
……………………………………..…
………………………………...………
…………………………………………
…………………………………………
…………………….............................
..........................................................
............... 
……………………………
……………………………
……………………………
……………………………
……………………………
……………………………
……………………………
……………………………
…… 
……………………………
……………………………
……………………………
……………………………
……………………………
……………………………
……………………………
……………………………
…… 
...…………………… 
………………………. 
……………………………
……………………………
……………………………
……………………………
……………………………
……………………………
……….. 
………………………
………………………
………………………
………………………
………………………
………………………
………………………
………………………
……………………… 
 
 
 
1.2 Interview Schedule 
 
 
 Who is your best friend in class? How do you feel if he/she feels happy and how 
if he/she feels sad? (emotional appraisal/ reaction to negative situation- 
empathy) 
 Do you think the teacher has ever been unfair to you? (recognition and 
expression of anger/ self control) 
 Do you think that you always do your best at class? Could you remember one 
time that this did not happen? (self confidence/self-esteem) 
 What do you think you are good or not as good? (self confidence/self-esteem) 
 How do you feel when the teacher asks you a question that you don’t know the 
answer to? (reaction to unexpected situation) 
 How do you feel when the teacher recompenses you and how if he/she is 
disappointed either with your behavior or performance? Could you show me with 
your body and face? (perception of positive and negative feelings) 
 Do you know the classroom rules? Do you follow them? 
 Do you consider yourself a good, average or bad performing pupil? 
Could you explain it to me? (self-esteem) 
 Do you compare yourself with your classmates? (limits of abilities and 
knowledge) 
 How would you describe your teacher? 
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 What is most stressful for you at school? (perception of negative feelings) 
 How would you describe yourself? If you want you can start with the phrase “I 
am…. and….” (recognition of personality’s merits and demerits). 
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1.3 Questionnaire 
Date:…………………….. 
Class:…………………….. 
Gender: M    F 
 
 
 Could you fill out the boxes of the carpet with different emoticons that 
show the emotions you have experienced? 
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 In the following pictures something seems to go wrong. 
Could you find out what the problem is and write down what exactly 
each hero would like to say? 
 
 
I am really happy that Mary won in the running and she won the medal! 
 
 
 
 
-Do you feel sad due to your score in Language? 
-No I am pretty fine, can’t you see? 
…………………………………………
…………………………………………
…………………………………………
…. 
………………………………………………
………………………………………………
………………………………………………
……………………………………………… 
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-I don’t think that you mind your cousin taking your magazine without your permission , right? 
-No, no aunt. For sure not. 
 
 
 Has it ever happened to you to hide your real feelings while 
speaking? 
 
Could you give an example? 
 
 
 
 
 
 
 
 
 
…………………………………………
…………………………………………
…………………………………………
…………………………………………
………….. 
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
………………………………………………………………………………………………………….. 
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 Could you fill out the boxes with your experiences? 
 
I regretted when I           I was very sad when   I laughed a lot when 
½           
 
 
 
 
I was very happy when                    I was surprised when I  I got scared when I 
     
 
 
 
 
 
I got very shy when I                       I cried a lot when       I got very enthusiastic when 
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My strong points 
 
My weaknesses 
 
  
  
  
  
  
  
  
 
 Was it more difficult to find out your strong or your weak points? 
……………………………………………………………………………………………………
……………………………………………………………………………………………………
…………………………………………………………………………………………………… 
 According to your opinion why did this occur? 
……………………………………………………………………………………………………
……………………………………………………………………………………………………
…………………………………………………………………………………………………… 
 Put in a circle three persons that you would like to say something 
positive about you: 
teacher, grandmother, mother, neighbor, brother/sister, uncle, father, 
friend 
 
 
172 
 
 
 
 
 
The aforementioned graphic is translated as follows: 
 
If I were a colour I would be... 
If I were a song I would be... 
 
If I were a lesson I would be... 
If I were a job I would be... 
 
If I were an animal I would be... 
If I were a candy I would be... 
 
 
 Looking at your classmate, try to find out what would he/she be if : 
He/ She was a toy……………………………………………………………………………………………………………… 
He/ She was a movie hero………………………………………………………………………………………………… 
He/ She was a food…………………………………………………………………………………………………………… 
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APPENDIX 2- INTERVIEWS 
 
2.1 Interview Eleanna- Anastasia 
 At which course do you think you perform better? 
E: At Art. 
A: At Mathematics. 
 Do you feel happier in case of Language or Mathematics course? 
E: I would choose Language. 
A: Eh...at Mathematics. 
 Who is your best friend in class? How do you feel if he/she feels happy and 
how if he/she feels sad?  
E: Anastasia. 
A: Eleanna, Angelina and Sotiria. 
E: I will feel really bad too. I will help her and I will make her jokes. If she is happy 
with something, I will be happy too and I will be excited. 
A: Heh.. Normal. If something extraordinary happens like taking an A in a test I 
would say ”Well done!”. 
E: When I quarrel with Anastasia I try to overcome it and be again her close friend. 
A: Angelina and Sotiria have ruined their friendship and I helped them to 
reconciliate. 
 Do you think the teacher has ever been unfair to you?  
E: Yes it happened once at a test, but nor have I showed it to him nor have I told 
him so. 
A: I deserve all the marks that I have got and everything he said about me. 
 
 Do you think that you always do your best at class? Could you remember 
one time that this did not happen?  
E: Yes, when I am in mood. Many times, at Math it takes me some time before 
answering. I find them difficult. 
A: I am trying...it happened sometimes not to do my best. I remember for example 
that last time at the lesson of history I haven't red and at the test I wrote the things I 
had in mind. 
E: How to say it...I am a good friend and I am sweet. 
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A: I am ok...I don't know...What do you mean? I think I am good...I don't know what 
to answer. Maybe I am a good friend and I help a lot my mother. 
 What do you think you are good at and not as good?  
E: I try to think about it! 
A: I am good at… I don’t know… What do you mean…? Hmmm… I think I am good 
at… I don’t know what to answer. I think I am good in helping my mother and being 
a good friend. 
 How do you feel when the teacher asks you a question that you don’t know 
the answer to?  
E: I feel happy (Yes and she raises her hands). I lower my head on my book, the 
lesson. 
A: Eh...I would smile.  
 Eh...it happens often and I always lower my head. 
(Laughs) 
 How do you feel when the teacher recompenses you and how if he/she is 
disappointed either with your behavior or performance? Could you show 
me with your body and face? 
A: I think I would be happy. I can’t show it, I would just be happy. I can’t pretend being 
happy at the moment. When he is verbal reprimand me I feel disappointed. 
E: I say “Hurray!’ and I feel extremely happy. On the contrary I feel sad and I am 
thinking of what I can do to perform better. 
  Do you know the classroom rules? Do you follow them? 
E: I think I do...For example respect our classmate, we raise our hand, we don't 
whisper at class, we knock the door and we say “Good morning”. 
A: Yes...I know all of them and I respect except some of them. For example I say 
sometimes nonsense and irrelative things during the lesson and I am talking with 
my friend behind me. 
 Do you consider yourself a good, average or bad performing pupil? Could 
you explain it to me?  
E: I am an average pupil, because at some lessons I am good and at others not so 
good. 
A: I am a low performing pupil because of the bad notes I receive and according to 
the teacher’s assessment. I do not always do my best, but this does not happen on 
purpose. 
 Do you compare yourself with your classmates?  
E: It has never happened to me... Maybe once I have said that they are a bit better. 
Let's say that I am petite comparing to my friends. That's all... 
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A: It happens often to me, I say to myself that they are better than me. The contrary 
has never happened though, I wish it happened. 
 How would you describe your teacher? 
E: Nice and smart. Cute...I would like to continue next year with him. 
A: Smart, nice, handsome, tall, a little bit strict. I would like him to be more cool. 
Once for example I was talking to my friend Eleanna behind me and he got out of 
temper. Ok he was right... 
 What is for you the main stress source at school? 
E: Mmmmm... I don't feel stress at all. 
A: The main source of my school stress is examination by the teacher because I 
feel inadequate to answer, even if I have studied at home. 
 How would you describe yourself? If you want you can start with the 
phrase “I am…. and….”  
E: I am very “small”, how to express that... It is as I am not visible at all, not because 
I am short not because of the fact that I don't talk, on the contrary I talk a lot, I am 
very gabby. 
A: I am Anastasia and I am not that good at many things. I am good at some things 
and I try to improve myself. I try to be a good friend because I am not always.  
 
2.2 Interview George- Petros- Angelos 
 At which course do you think you perform better? 
G: I am good at French and at English. 
A: At history and at sports. 
P: I am good at computers. 
 Do you feel happier in case of Language or Mathematics course? 
      G: Mathematics for sure. 
      A: I prefer Mathematics too. 
      P: Me too. 
 Who is your best friend in class? How do you feel if he/she  feels happy 
and how if he/she feels sad? Do you think the teacher has ever been unfair 
to you?  
G: My best friend is Thanasis. He has never been sad, but he has been very happy. 
Then I celebrate with him and I feel really joyful. 
A: My best friend is Nasos and if he is happy about something then I will feel what 
he feels. He never came unhappy at school. 
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P: My best friend is Gerasimos. If he gets sad about something I don't know how I 
will feel. If he feels happy, I don't know either. 
     G: Not me. 
     A: Not me. 
     P: He has never been unfair to me. 
 Do you think that you always do your best at class? Could you remember 
one time that this did not happen?  
G: I always do my best, there are times though that I quit. It happened at English 
last time but I don't want to speak further about that. 
A: I don't do my best only when I am very tired because the day before I was on 
training. Otherwise I try hard. 
P: I always did my best and I can't remember of a time that I really didn't. 
 What do you think you are good at and not as good?  
      G: I am very at sports and I am not good at history. 
A: I am very good at basketball, at ping-pong and at Mathematics. I am not very 
good at language. 
P: I am very good at basketball and I am not that good at Hockey and French. 
 How do you feel when the teacher asks you a question that you don’t know 
the answer to?  
G: I do my best to remember. 
A: I feel nervous too and I try to think of the answer. 
P: I feel weird and nervous. 
 How do you feel when the teacher recompenses you and how if he/she is 
disappointed either with your behavior or performance? Could you show 
me with your body and face? 
G: I feel nice (he jumps and he smiles). When he makes a comment I lower my 
head. 
A: When he says “Well done!” I feel perfect, I please myself. 
P: When he says “Well done!”, I celebrate and when he makes a remark to me I feel 
disappointed. 
 Do you know the classroom rules? Do you follow them? 
G: I know the rules of the class and I respect them. 
A: I know the rules of the class and I follow them. 
P: I know the rules of the class and I respect them. 
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 Do you consider yourself a good, average or bad performing pupil? Could 
you explain it to me?  
      G: I think I am a good pupil because I often answer the questions. 
 A: I believe that I am good when I am focused and then the others say something 
good to me. 
P: I also believe that I am a good pupil because my classmates have told me so. 
 Do you compare yourself with your classmates?  
        G: Yes very much. 
        A: Yes especially when it concerns lessons. 
        P: Me too.  
        G: Not so often. It happens only when I am better than the others. 
 A: Only sometimes I compare myself to others especially when my            
classmate get better than me. 
        P: I don't care about comparing myself to others. 
 How would you describe your teacher? 
A: She is fair, she know when to scold children and when not to. I like our 
professor. 
    G: She is exactly like Angelos described her. 
    P: She is nice when she makes comments in order to perform better. 
 What is for you the main stress source at school? 
G: I get stressed about sports because I feel incapable of learning how to dance. 
A: I stress myself about worksheets or tests. 
P: I get stressed about sports because if I don't learn how to dance, then I have 
to miss the break. 
 
 How would you describe yourself? If you want you can start with the 
phrase “I am…. and….” 
P:  I am Petros and I am a good child and a good pupil. 
A: I am Angelos and like sports and playing with my friends. 
G: I am George and I don’t like school. I like playing computer games all the 
time. 
 
2.3 Interview Yiannis-Annika-Vasilis 
 At which course do you think you perform better? 
Y: At English. 
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A: At sports. 
V: At Mathematics. 
 Do you feel happier in case of Language or Mathematics course? 
Y:Language. 
A:Eh...in Language. 
V: Mathematics 
 Who is your best friend in class? How do you feel if he/she  feels happy 
and how if he/she feels sad?  
 
Y: Vassilis and Constantinos. If Vassilis gets sad, I will be sad in my turn. If he is 
pleased, I will be pleased too.  I can't tell you, I don't remember. I think I haven't offered 
my help to anyone so far. 
A: My best friend is Katerina. If she is sad, I will be sad too. If she is pleased, i will be 
too. My friends never face any problem. On the contrary, I have. 
V: I have three.  Yiannis, Constantinos and George. If they get sad with something, I 
will feel sad. They have asked for my help. Constantinos has hit his leg once and I 
helped him go down the stairs because he was not able to. 
 Do you think the teacher has ever been unfair to you?  
Y: Yes, it has happened once at a test but I haven't told him nor have I showed it to 
him. 
A: Miss Vicky has never been unfair to me. 
V: She has never been unfair towards me. And the comments she makes are always 
fair. 
 Do you think that you always do your best at class? Could you remember 
one time that this did not happen?  
Y: Sometimes I do, but sometimes I turn back and Mr Apostolis points out on me. 
A: I do my best  in class, maybe once I didn't. 
V: Of course, it has been once that I haven't done my best. 
 What do you think you are good at and not as good?  
Y: In general, I am good at Language, at Mathematics, at Arts and at football. I am not 
so good at French. 
A: I am good at Language, at Sports, at ballet and at basketball. I don't perform well at 
Mathematics and at French. 
V: I perform well at Mathematics and at sports. I am not good either at French. 
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 How do you feel when the teacher asks you a question that you don’t know 
the answer to?  
Y: When I don't know the answer  I think about it, I focus myself on it and in case I don't 
find it I tell my professor I can't in order to ask somebody else.  
A: I try to find the answer and when sometimes I don't find it I ask my professor to find 
somebody else. 
V: When I don't know the answer I don't feel at ease and I hope somebody else .... 
Unfortunately, this doesn't happen very often. 
 How do you feel when the teacher recompenses you and how if he/she is 
disappointed either with your behavior or performance? Could you show 
me with your body and face? 
Y: When she says bravo to me, I say  to myself "Yes" (He raises his hands up) and I 
share it then with my grandparents and in case she makes me remarks I wonder "Why 
haven't I answered correct"? 
A: I am happy when she says bravo and when she makes comments I feel bad and I 
become shy. 
V: I feel really happy, I feel like jumping. On the contrary, I feel bad, I lower my head 
and I try not to repeat the same thing, that annoyed the teacher or my class mates. 
 Do you know the classroom rules? Do you follow them? 
A: Yes of course. 
Y: Me too. 
V: Yes. 
Y: Some of them yes, some others no. For example, I turn back all the time and the 
professor gets angry. 
A: I don't respect some of them when I talk to my friends behind. 
V: I respect some of them. Some others I don't. Sometimes I lay on the desk (laughs) 
and sometimes I am playing with a map beside me. 
 Do you consider yourself a good, average or bad performing pupil? Could 
you explain it to me?  
Y: am a high performing pupil, I am good at almost everything! 
A: Me too. I am average. I can understand it from the notes I get and sometimes when 
my professor tells me so 
V: I am a good pupil because of my good notes at tests and progress reports. 
 Do you compare yourself with your classmates?  
Y: I compare myself with others only when I have got a higher note than them. 
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A: I never compare myself with my classmates. It has never happened to me so far. 
V: No, I do not compare myself with classmates. 
 How would you describe your teacher? 
Y: In general he is good but sometimes he gets nervous. 
A: She is beautiful, we play games together, she is calm and I would like to be together 
next year. 
V: He is nice, tall, handsome and he has a nice character and I really like when he tells 
us jokes. 
 What is for you the main stress source at school? 
A: I get stressed when we are given the papers and as always I don't know. 
V: When she gives us the tests to see my notes. 
Y: The same as Vassilis. 
 How would you describe yourself? If you want you can start with the 
phrase “I am…. and….”  
Y: I am Yiannis and I am tall, not so tall, an average pupil, sometimes I am good at 
lessons and at extracurricular activities but I talk too much. 
A: I am Annika and I don't know what to say about me. 
V: My name is Vassilis, I am good at lessons and all the time I tell jokes. 
 
2.4 Interview Constantis-Dimitris 
 At which course do you think you perform better? 
K: I think I perform well at computers, at history, at English and at Arts. 
D: I believe that I am good at English and at French, but especially at Mathematics. 
 Do you feel happier in case of Language or Mathematics course? 
K: Language. 
D: Mathematics. 
 Who is your best friend in class? How do you feel if he/she  feels happy and 
how if he/she feels sad?  
K: It's Dimitris Mpathrelos. 
D: My best friend is Loizos. 
K: (pause)...If he gets sad with something I don't know what to do...because he 
never reveals what he feels. If he is happy with something, let's say a test that he 
performed well and he begins to boast, I will tell him to stop boasting it's just a test. 
If he just feels happy about, then I will say to him "bravo! You did very well". I help a 
lot my friends when they don't know something. 
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D: When my friends feel unhappy I try to consulate them. If he succeeds in 
something and he is happy I will say "Bravo, congratulations!". My female friends 
need really my help. For example they have asked if they did correctly an exercise. 
Except from that I have helped them getting down the kite from the tree. 
 Do you think the teacher has ever been unfair to you?  
K: Once she has been unfair, yesterday to be exact. Some kids were discussing 
and Mr Apostolis made a remark to me even though I didn't participate. It was unfair 
and I told him so. 
D: He was unfair to me once that it was my turn to say the lesson at Mathematics 
and another kid interrupted me and he (the teacher) didn't address me the speech. I 
haven't showed it to him though. 
 Do you think that you always do your best at class? Could you remember 
one time that this did not happen? 
K: I always do my best... Except a time that I had a headache and I couldn't think 
and concentrate at all. 
D: I have improved a lot at football, but at basketball and at rugby I am not that 
good. I have a nice character but when I get angry, I get angry and when I am 
happy, I am happy. 
 What do you think you are good at and not as good?  
K: I am good at basket but not that good at handball. As far my personality is 
concerned I am not lying but I can't focus on something for a long period of time and 
I often get bored. I am also really good at football and sailing. 
D: I have improved myself at football but I am not that good at basketball and rugby. 
Concerning my personality I express my anger and my happiness.  
 How do you feel when the teacher asks you a question that you don’t know 
the answer to?  
K: I try to think about even if my answer is wrong. I better answer wrongly than not 
answer at all. 
D: I try to find a solution because I am very good. At Mathematics I find the answer 
very quickly and I make calculations with my mind. If I don't know the answer I do 
my best to find it. 
 How do you feel when the teacher recompenses you and how if he/she is 
disappointed either with your behavior or performance? Could you show 
me with your body and face? 
K: I feel great...(he raises his hands). If the teacher scolds me because I haven't 
read something I go home, I hit my hand to the wall and then I start repeating. 
D: I would stay indifferent because the teacher has told not to take everything 
personally. If he remarks me then I get shy. 
K: Yes but we have never read them. 
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 Do you know the classroom rules? Do you follow them? 
D: Yes of course. 
K: Yes Dimitris and me always respect them. 
D: We respect them for sure and furthermore we care about the class being in 
order. 
 Do you consider yourself a good, average or bad performing pupil? Could 
you explain it to me?  
K: Not average, not good, something in the middle. The important thing is not to 
boast myself like others do... 
D: I think that this year I have been a good pupil. Not on the topic of notes. Because 
A level may be 8,9 or 10. You don't know that. From next year I will know better. I 
can see it by my writings. 
       K::Of course I can. 
 D: Oh yes. 
 Do you compare yourself with your classmates? 
K: Yes...not concerning school, but at games and staff like that. 
D: Because I am the captain at the football team, I compare them and some of them 
are good and some others bad... Logical... 
 How would you describe your teacher? 
K: I see him as someone who is trying to learn us some things in order to possess 
them. He is a good teacher. 
D: He has a good character, comfortable and good-hearted. He is very well 
educated and I want to underline something else... He is on the heat of the moment, 
when he gets angry he doesn't accept jokes, when he is happy he shows it. And 
many times he felt sad but he didn't reveal himself. That is a good element. 
 What is for you the main stress source at school? 
K: Reading, reading, reading...and dancing at sports. 
D: I stress a lot about diplomas and even more about tests. 
 How would you describe yourself? If you want you can start with the 
phrase “I am…. and….”  
K: I consider myself as a guy who gets easily angry and I burst into cries. I take things 
serious really often and what he asks for the thing he wants. 
D: I would describe me as a good character, easy going, and when I get angry I scream 
a lot but when I am happy you can understand, I show it. In general, I am a good 
person and I don't tell lies often and when I regret I apologise myself. And I don't say 
insults, I speak nice to all even if they are not my friends. 
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2.5 Interview Stratos- Andy- George K. 
 At which course do you think you perform better? 
S: At computers and at Mathematics. 
A: At Mathematics. 
G: At computers and at robotics. 
 Do you feel happier in case of Language or Mathematics course? 
S: During Language course, a lesson might be funny and interesting and some other 
time it might not be, thus I can't compare. 
A: Both are nice, but they talk about different things. For example, Language has 
words, and Mathematics has numbers. But I prefer Language. 
G: I prefer Mathematics. 
 Who is your best friend in class? How do you feel if he/she  feels happy 
and how if he/she feels sad?  
A: I have three good friends, Danai, Tina and Eftichia. I will be happy if they are happy 
and I will be sad if they are sad because they are my friends. It hasn't happened until 
now. 
S: I have a lot of friends inside and outside class. My best friends are Merkourios and 
Alexandros. If something makes them really happy, then I will also feel really nice! In 
case that some of my friends will feel sad I would feel sad. One of my friends has asked 
my help for a construction. I helped him and I have felt really nice! 
G: My best friend is Peter. If he feels sad with something I will feel the same too. If he is 
pleased I will be pleased too. It has happened to me to ask for my help and I helped 
him to feel better I think. 
 Do you think the teacher has ever been unfair to you?  
S: I was punished once because I was not that calm. At the beginning I felt she was 
unfair to me but then she was right. And I apologised myself. I want to say that it is not 
a nice experience to be punished but at least I learned how to be quiet. 
A: Never. I think the teacher is always right. Old people are always right. 
G: Miss Vicky has never been unfair to me. 
 Do you think that you always do your best at class? Could you remember 
one time that this did not happen?  
S: I do not always put great effort in everything. If the teacher is next to me I always try 
to do more Maybe sometimes it happened that I could not control myself and I have to 
take my time to relax.  
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A: It happens at tests not to do my best. 
G: I think that I always do, except from the times that I am tired. 
 What do you think you are good at and not as good?  
S: I am good at constructions. I remember last year I have made a very nice diary. I am 
good at computers. But I have a bad writing character. 
A: I am not good at English, Mathematics and French, even though I try to. And I am 
also not good at controlling myself when I get angry. Ah, and sometimes I do not 
believe in my abilities. I am a good friend though! 
G: I am good at lessons but more at videogames and I am not good at sports. 
 How do you feel when the teacher asks you a question that you don’t know 
the answer to?  
S: I try to find the answer. 
A: I feel very unhappy. 
G: I try to find the answer. 
 How do you feel when the teacher recompenses you and how if he/she is 
disappointed either with your behavior or performance? Could you show 
me with your body and face? 
S:. I feel really nice and pleased and I put even more effort. When he is making a 
comment to me I try to listen to him to be better. 
A: I feel extremely happy and I proud of myself. When he makes remarks I don’t feel 
ok. (She stands up, yell and smiles.) 
G: I feel very nice when he says bravo. When he is remarking me I get sad. 
 Do you know the classroom rules? Do you follow them? 
G: Yes I know them. 
A: I know them too. 
S: I often respect them. Eh...sometimes I don't respect them. There are two basic rules, 
not to speak among ourselves and pay attention. 
A: I almost respect them. 
G: Me too. 
 Do you consider yourself a good, average or bad performing pupil? Could 
you explain it to me?  
S: I am a good pupil but I can do better. 
A: I am a good pupil because I try very hard. 
G: I am a good pupil because I try... 
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 Do you compare yourself with your classmates?  
S: I look to myself as I look the others. But those who are good. 
A: Sometimes I compare myself to my classmates and I feel sad when I don't progress 
as others do. 
G: I never compare myself to my classmates. 
 How would you describe your teacher? 
S: Sometimes we don't cope with what our teacher is asking us. He is a nice person 
and I can't find something negative to her. 
A: I consider our teacher a very nice one and she always does our favours even if we 
don't do hers. And that gets sad because she is trying hard. 
G: She is a good teacher and a good person. I would like to have her next year. 
 What is for you the main stress source at school? 
S: Nothing stresses me I just don't want that something bad happens to my friends. 
A: I get stressed when our teacher scolds me and yells at me. 
G: Maybe the test, I don't know. 
 
 How would you describe yourself? If you want you can start with the 
phrase “I am…. and….”  
S: I am Stratos and I have a good character. Sometimes I have unexpected 
reactions but I try to be better. 
A: I am Andy and I like basketball. And I am good girl except from the moments that 
I quarrel with my brother. 
G: I am George and I have a lot of friends and I am a good boy. 
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APPENDIX 4-CONSENT FORM 
 
 
Αθήνα ,      /     /2015 
 
 
ΕΠΙΣΤΟΛΗ ΠΡΟΣ τους Γονείς 
 
Θέμα: Διεξαγωγή επιστημονικής έρευνας 
 
Α γ α π η τ έ  γ ο ν έ α , 
 
Θα θέλαμε να σας ενημερώσουμε ότι στο πλαίσιο της μεταπτυχιακής έρευνας με τίτλο: 
 
Η συναισθηματική νοημοσύνη ως παράγοντας επιρροής της σχολικής επίδοσης σε παιδιά με 
μαθησιακές δυσκολίες. 
 
 
ζητούμε να μας επιτρέψετε να συνεργαστούμε στη διαδικασία συλλογής των ερευνητικών δεδομένων 
με το παιδί σας. Σκοπός της έρευνας είναι να διερευνήσουμε εάν και πώς η συναισθηματική 
νοημοσύνη επηρεάζει τη σχολική επίδοση και να κινηθούμε προς τη διαμόρφωση ενός πλαισίου 
συναισθηματικής νοημοσύνης που δυνητικά θα μπορούσε να ενταχθεί στο σχολικό 
προγραμματισμό.  
 
Θα εκτιμούσαμε ιδιαίτερα τη βοήθεια σας στη μελέτη μας γιατί η συμμετοχή και η συμβολή του 
παιδιού σας στη συγκεκριμένη έρευνα είναι καθοριστική για τη διεξαγωγή της. 
 
Η διαδικασία είναι φιλική και ευχάριστη και σε καμία περίπτωση δεν θα αποβεί σε βάρος της 
εκπαιδευτικής διαδικασίας. Η συμμετοχή των παιδιών στη συγκεκριμένη έρευνα είναι προαιρετική, 
ενώ έχει εξασφαλιστεί και η ανωνυμία τους. Όπως θα μπορείτε να διαπιστώσετε– δεν αναφέρεται 
κανένα προσωπικό στοιχείο των μαθητών. Επίσης, σε ότι αφορά τη διεξαγωγή της, η συγκεκριμένη 
έρευνα τηρεί πλήρως την επιστημονική μεθοδολογία και τα πρότυπα που υιοθετούνται διεθνώς, σε 
σχετικές μελέτες. 
 
Για οποιαδήποτε επιπλέον πληροφορία και διευκρίνιση, παρακαλώ μη διστάσετε να επικοινωνήσετε 
μαζί μας, οποιαδήποτε στιγμή, στα τηλέφωνα που αναγράφονται στο επάνω μέρος της σελίδας. 
 
 
 
Σας ευχαριστούμε εκ των προτέρων για τη συνεργασία σας. 
 
Με τιμή 
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ΔΗΛΩΣΗ ΣΥΓΚΑΤΑΘΕΣΗΣ 
 
 
Ο/Η κάτωθι υπογεγραμμένος/η κηδεμόνας του /της ……………………………………δηλώνω ότι 
ενημερώθηκα και κατανόησα επαρκώς τον σκοπό και τις διαδικασίες διεκπεραίωσης της 
έρευνας 
 
…………………………………………………………………………………………………………………………………………………… 
 
…………………………………………………………………………………………………………………………………………………… 
 
………………………………………………………………………………………………………………………………………………….. 
 
 
που αφορούν κηδεμόνα και παιδί και συναινώ στην συμμετοχή του στην ανωτέρω έρευνα. 
 
 
Ονοματεπώνυμο Κηδεμόνα 
 
____________________________________________________________________________ 
 
 
Υπογραφή ___________________________________________________ 
 
 
 
 
 
Ημερομηνία: ______________________________ 
 
 
Υπεύθυνη Έρευνας - Ονοματεπώνυμο: 
Μεταπτυχιακή φοιτήτρια,  MPhil/Innovation in Special Needs- University of Bolton 
 
Τηλέφωνο : ……………………..  
e-mail: ………………………………….. 
 
 
 
 
 
 
